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Male underachievement has been a pervasive issue in the Jamaican Education System. It has 
been particularly evident in the annual terminal examination statistics published by the 
Ministry of Education.  This widening gap between male and female academic performance 
has been the source of countless debates, especially because it has been occurring in an era 
when Jamaica has attained equity in access to education at the primary level and is aiming to 
spread this to other levels of the education system.  In the absence of a national initiative to 
address male underachievement, school administrators have had to implement innovative 
strategies to address male underachievement within their institutions.  One strategy that has 
been explored is single-sex classes in coeducational schools. The literature lacks consensus 
on the benefits of single-sex education in general and has not explored the use of single-sex 
instruction in coeducational schools in the Jamaican context.  Considering this, the study 
aims to explore the use of single-sex classes in one Jamaican coeducational institution as a 
strategy to address male underachievement. 
 
In conducting this inquiry, I utilised a qualitative case study research design.  This was used 
to develop an understanding of why single-sex instruction was utilised, how the program was 
implemented, and how it was perceived by the teachers and students who experienced it 
daily. The data was collected by interviewing teachers, conducting focus group interviews 
with students, administering questionnaires, and observing lessons.  After careful analysis of 
the data, the study revealed that although there were positive outcomes for some male 
students, there was no conclusive evidence that single-sex classes in coeducational schools 
improved male academic achievement at the institution.  On that basis, it is contended that 
this study contributes knowledge on this unique strategy of single-sex education in a 
coeducational school in the Jamaican context. It provides a model that both educators and 
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CHAPTER ONE - Introduction 
 
Introduction to this Section 
 
I commence this chapter with a brief overview of chapter one of the research.  Here I share 
my rationale for conducting this study.  In doing this, I briefly discuss research that has been 
conducted on this topic with an emphasis on the gaps that my research intends to fill.  I also 
articulate the relevance of this research as well as the aims and objectives of my study, 
guided by the literature.  Further, I outline the research questions that have guided my study.  
Finally, I briefly describe the participant groups and articulate the scope and structure of my 
study. 
 
The Rationale: Why this Study? 
 
In this study, I explore the use of single-sex instruction in a coeducational institution in 
Jamaica as a strategy to address male underachievement.  To determine the relevance of this 
study it is important to understand the state of affairs in the education sector in Jamaica.  
Since the 1990s there has been a deepening concern for male underachievement or what has 
often been referred to as ´the boy crisis´ globally after studies conducted in several countries 
revealed that females were outperforming males at all levels of the education system (Cobbett 
and Younger 2012; Driessen and Langen 2013).  Locally, policymakers, educators, and the 
media have engaged in robust discussions not just because of the widening academic 
performance gap in favour of female students, but also because studies have highlighted male 
students´ disengagement which results in higher dropout rates (Cobbett and Younger 2012).  
Additionally, the annual publication of the grade 11 exit examination results indicates that 
males are underachieving in areas traditionally dominated by females and those previously 
considered male domains (Jamaica MOEY 2015 and 2018; CXC Annual Report 2018; De 
Lisle 2018).  Further, Bailey (1998), stated that male students were not only underachieving 
but were also under-participating in education. Although Bailey´s research was specific to the 
Jamaican context, her view reflected what has been presented in the overall literature as a 
global crisis, that has become so pervasive that there are global calls for feasible strategies to 
address the issue.   
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Furthermore, previous research indicated that there have been various global intervention 
strategies that have been utilised to address the issue of male underachievement.  Notably, 
there have been pedagogic strategies that target male literacy (James 2007, cited in Driessen 
and Langen 2013) and in some countries, there have been cases in which a sex-focused 
curriculum has been utilised (Jackson et al. 2010).  In other instances, there were socio-
cultural interventions that targeted boys´ disruptive behaviour and attempted to stimulate 
their motivation (Martino 2008).  Most applicable to my study was the use of one 
0organisational intervention (Buchman et al. 2008) that focused on the use of single-sex 
instruction to address male underachievement (Jackson et al. 2010). 
 
Despite the plethora of studies done in this area, research on the effectiveness of single-sex 
education has remained inconclusive, focussing on advantages or disadvantages for each sex 
in different research contexts. The conflict in the research findings has persisted whether the 
researchers explored the effects of being educated in a single-sex school or a single-sex class 
in a coeducational school. It must be acknowledged this conflict is likely to remain as no one 
size fits all students in all contexts. 
 
Additionally, single-sex education has been said to provide the best opportunity for academic 
achievement, especially for female students who tend to perform better than both their male 
counterparts and females in a coeducational environment (Tiller 2020) and it is argued that 
they display greater confidence and better academic performance in Mathematics, Science, 
and Information Technology (Pahlke et al 2014; Dustmann et al 2017).  This perspective is 
supported by research conducted in the Caribbean where researchers found superior 
performance in Maths among female students in single-sex schools in Jamaica, St Lucia, 
Trinidad and Tobago, and St Vincent and the Grenadines (Spencer-Ernandez and George 
2016). 
 
Research has also found that sex segregation allows students to operate in a calm, non-
threatening environment which facilitates cohesive peer relationships (Sax 2010, cited in 
Hart 2016) and in which they are better able to concentrate (Meyer 2008).  Furthermore, 
teachers have an opportunity to use sex-specific instructional strategies and materials (Sax 
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2005b; Gurian et al 2008; Hart 2016) that target the differential interests and needs of male 
and female students. Besides, there are usually more male teachers in all-boys institutions, 
thus providing access to role models.  
 
Research conducted in the Caribbean and specifically in Jamaica has also indicated that 
students in single-sex schools have consistently outperformed those who attend 
coeducational schools (Blair 2013; Spencer-Ernandez and George 2016).  The single-sex 
schools are described as elite (World bank 1993), traditional high schools where students 
who attain the highest examination results in the grade six exit examinations are educated.  
Many of these students are taken from private preparatory schools, which implies that 
many of them are also from a higher socio-economic group.  
  
The benefits of single-sex schools are therefore attractive, and this raises questions about 
the transferability of these benefits to the coeducational learning environment.  The 
benefits are especially attractive to school administrators and educators who are 
confronted with the need to find innovative strategies to address their unique school 
environment. According to researchers such as Jackson (2002), Wills et al. (2006) and 
Leder and Forgasz (1997), single-sex classes in coeducational institutions offer the same 
benefits to students as those who attend single-sex schools. However, the literature has not 
provided conclusive evidence on what these benefits are.  Furthermore, although the 
literature has explored male underachievement and single-sex education in Jamaica, there 
continues to be no data on single-sex classes in a coeducational school in Jamaica.  
 
Based on the foregoing, the significance of my study is undeniable.  It is useful as it 
contributes to existing knowledge on single-sex education in Jamaica.  Besides, with the 
knowledge that emerges from this study and by offering detailed interpretations of the 
experiences of the teachers and students in my study, this research provides new and in-
depth perspectives on a potential intervention strategy to improve male academic 
participation and performance. Furthermore, the findings in this study can be useful to 
both educators and policymakers who can adopt or tailor this intervention strategy to fit 





This study aims  
• To explore the use of single-sex instruction as a strategy to address male 
underachievement in one coeducational high school in Jamaica. 
• To determine the potential of the sex-segregated classroom in coeducational schools 




To achieve the aims  
• Data will be collected from teachers through interviews in which they can describe 
their experience of teaching in single-sex classes in a coeducational school. 
• Students will share their experiences and perspectives on sex-segregated instruction 
by participating in focus groups, questionnaires, and observation. 
• Potential challenges or barriers to utilising single-sex instruction in the Jamaican 




This qualitative case study was guided by three central questions. 
1. Why has the sex segregation program been implemented by Seaview High School? 
2. What were the processes involved in implementing the sex segregation model at 
Seaview High School? 
3. How is the sex segregation program perceived by the students and teachers at 








Two groups of participants provided details that addressed the research questions that have 
guided this study.  The participants were comprised of teachers and students and the data 
which they provided was collected by utilising semi-structured interviews, focus group 
interviews, questionnaires, and observation.   
 
The first group of participants included teachers with whom I conducted in-depth interviews.  
These educators provided extensive details of their experiences in both single-sex and 
coeducational classrooms; thus, providing rich data that has resulted in a thorough 
understanding of the program.  The second group of participants was comprised of students 
who shared their experience in two focus groups as well as by completing open-ended 
questionnaires.  Finally, both groups of participants were involved in my observation of 
lessons which facilitated another perspective on their experience of sex segregation. 
  
The Study´s Scope 
 
According to Patton (2002), no research design is perfect, there are always trade-offs.  Also, 
Marshall and Rossman (2006) in their discussion of limitations stated that researchers cannot 
make any confident claims regarding conclusiveness about what is learnt in the research 
process. These statements indicate that there are limitations to all studies, including mine; 
thus, I am using this section of the research to share the limitations of my study. 
 
The first limitation of my study lies in the research design. I am aware that my use of the case 
study research design may be regarded as limited because it does not offer scientific 
generalisations (Yin 1984, cited in Zainal 2007).  It must however be understood that my 
decision to conduct the study in one geographical location was meant to represent the 
experiences of those who operate within that specific space.  Therefore, this design is ideal as 
it addresses both the research objectives and the research questions, and it facilitates a 
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detailed exploration of the complexities of the experiences of the participants in my study. 
My objective was to provide rich, in-depth data and that has been done. 
 
Secondly, my study is limited in that I focussed on one Jamaican school and the findings may 
apply only to that school.  It cannot be assumed that if the sex segregation program were to 
be implemented in another school the experiences would be the same.  I am aware that 
research findings may be impacted by the specific research context and other factors such as 
the socioeconomic status of the students, the resources students and institutions have access 
to, the school type, teacher quality, students´ academic ability, teacher-student interaction, 
and parental support.  These factors may differ from one school to the next and could 
potentially impact the students´ and teachers´ experience of the program. 
 
Thirdly, other limitations lie in the data collection processes that I utilised.  Firstly, the 
process of administering questionnaires was restricted to one section of the institution which 
limited the variety of participants that I had access to.  Further, although the participants 
volunteered to provide relevant details for the study, it cannot be assumed that the full details 
were provided.  Additionally, teachers who participated in the interviews may have withheld 
information that seemed critical of themselves, or the school and students may have been 
impacted by the presence of the researcher.  My presence could have impacted their 
candidness or resulted in potentially rich details being omitted.   
 
Finally, another limitation lies in my decision to use purposive sampling in my selection of 
the participants.  This sampling strategy has the advantage of providing rich data from those 
who experience the program but may not adequately reflect the views of individuals from 
another setting.  Further, by including only teachers and students, the perspectives of other 
stakeholders, such as parents were not accessed.  I acknowledge that this omission was not 
planned, but the decision had to be made when it became difficult to find parents who were 




 I acknowledge that there are several limitations to my study which indicates that there is 
potential for further exploration of this topic.  However, it does not deduct from the 
trustworthiness that my in-depth exploration of the topic brings to my study. 
 
Organization of the Chapters   
 
The dissertation is organized into five chapters.  This section concludes chapter one which 
outlines the rationale, aims and objectives, as well as the scope of my research.  It further 
identifies the research questions and describes participant groups. Chapter two continues the 
study by setting the research context.  Here I begin by articulating my motivation for 
engaging in this study.  Further, I present background details on the problem of male 
underperformance in Jamaican secondary schools with a specific focus on pertinent cultural 
details that will aid in understanding participants´ experiences later in the study. Chapter 
three presents the literature review as well as the theoretical foundations which support my 
study.  These include research on the issues relating to coeducation as well as the 
perspectives on single-sex education.  Moreover, there is a focus on single-sex instruction as 
a strategy for addressing the problem of male underachievement.  
 
 Additionally, chapter four details the methodology used to conduct the study and rationalises 
my decision to use a descriptive qualitative case study approach.  It also explains how the 
research site and participants were selected and outlines the tools that were used in data 
collection.  Further, it describes how the data was analysed and establishes the procedures 
involved in ensuring the credibility and trustworthiness of the data.  Besides, I also engage in 
a discussion of my reflexivity and positionality as a researcher.   
 
Further, chapter five provides a comprehensive report of the findings of the study which 
emerge from the data analysis process. These findings are organised based on the themes that 
are drawn from the data and are supported by quotations from the participants in the study.  
Finally, Chapter six details the conclusion which includes a summary of the findings, the 
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implications of this study as well as the considerations for future research. The study 



























As I organise this study, I am influenced by the work of Dikilitas and Griffiths (2017) who 
stated that it is important to focus on the research context as it influences the outcome of the 
research.  There must be a clear depiction of the setting in which the participants function, as 
well as of the participants so that the audience can have an in-depth understanding of the real-
world problems (Korstjens and Moser 2017) and meaningful conclusions can be drawn from 
the data.   Considering this, I begin by sharing my motivation for conducting this research. I 
also establish the background of the study by describing the reality of male underachievement 
in Jamaica. Afterwards, there is an examination of four factors that impact male 
underachievement. These factors are articulated below. 
 
 Firstly, I discuss the family as an agent of gender socialization.  In doing so, I briefly 
describe how the structure of the Jamaican family influences gender socialisation.  Secondly, 
there is a discussion of the school as an agent of gender socialization.   In my discussion of 
the school, I begin with a reflection on the role of education and its relation to gender roles, I 
then illustrate how the hidden curriculum is used as a strategy for gender messaging 
transmission.  Afterwards, I engage in a discussion of teachers as authority figures which 
provides a context for details provided by the participants in the study.  Fourthly, I engage in 
further discussion on the perceived effect of the feminisation of teaching on male 
underachievement.   
 
In the final section of the chapter, I engage in a discussion of masculinity and male privilege 
in Jamaica. In this discussion, I focus on how boys practise masculinity as well as its effect 
on male underachievement. The discussion in this section also includes a focus on 
homophobia and the legal and religious frameworks within which this takes place. 
Afterwards, I discuss the intervention efforts that have been implemented to address the issue 




The Motivation for This Research 
 
My journey as a researcher has been influenced by the perspective of Materud (2001) who 
stated that “A researcher’s background and position will affect what they choose to 
investigate, the angle of investigation, the methods judged most adequate for this purpose, the 
findings considered most appropriate, and the framing and communication of conclusions.” 
(p.483-4).  Foote and Bartell (2011) presented a similar perspective, arguing that a 
researcher´s unique combination of race, class, gender, sexuality, the position of power and 
life experiences, altogether shape the positionality of a researcher.  The questions asked, the 
methodologies selected, and the information considered salient are all connected to the 
biography of the researcher (Denzin 1986). Furthermore, writers such as Roberts (2009) have 
called for researchers to indicate their relationship to their study, a call that has influenced the 
reflexive approach that I have taken in this research. To accept these opinions is to 
acknowledge that researchers do have a story and its inclusion may be considered a 
significant component of social interaction. Consequently, in this section, I will share my 
personal and professional motivation for doing this study.   
 
My decision to conduct this study was inspired by my personal experience as a teacher in two 
types of high schools in Jamaica; an all-boys school which is located in the urban area, two 
all-girls schools in the rural area, and a coeducational institution operated by a Christian 
church on another Island. My interest was further aroused as I observed the panic displayed 
in the Jamaican media regarding the differential academic performance of male and female 
students.  My observation indicated differences in classroom behaviour, attitude to work, and 
in some cases, there were stark differences in student interaction with teachers within single-
sex classrooms and coeducational classes. It is possible, that the differences observed among 
the schools may have resulted from the school types, school cultures, or geographical 
locations.  Furthermore, I observed that it was easier to motivate female students as they 
appeared to have a greater desire to constantly attain high grades.  Girls were more 
competitive, goal-oriented, and focused on mastering examination techniques which were 
reflected in the external examination results.   On the other hand, the boys in my classes were 
more playful and less focused on academics.  The boys were more content with enjoying 
lessons and school in general than with attaining high scores.  This was alarming only 
because the Jamaican culture focuses greatly on testing.   
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Furthermore, I observed that parental involvement was limited in all the institutions. In many 
cases, parents were unwilling to regularly participate in school activities, but they would 
readily engage with teachers on the topic of subject choice which would ultimately impact 
their child´s career path.  This was especially true for male students whose parents and 
sometimes teachers, tried to steer them away from the traditionally female-dominated areas, 
towards subjects such as science and technical subjects. 
 
My experience is also reflected in research conducted by Ellis (2018); Skelton (2010); and 
Evans (2006) which revealed that boys were more likely to display negative conduct in the 
classroom than girls. They argued that boys tend to be more disruptive during class activities 
and were overrepresented as high school dropouts.  They tend to be less intrinsically 
motivated and generally attained lower test scores in school (Hadjar et al. 2014). On the other 
hand, Jones and Myhill (2004) suggested that girls were often more diligent and conforming.  
Chevannes (1999) who conducted his study in Jamaica corroborated this perspective, as he 
suggested that the restrictions involved in the early socialization of girls within the home, 
prepare them for the rules that govern the classroom; while the freedom young boys enjoy, 
largely predisposes them to the negative behaviour that is associated with many male 
students.  
 
Undoubtedly, my experience has influenced my perception of gendered behaviours; however, 
my engagement with the literature (Osler et al. 2002) has alerted me to the need to 
acknowledge that there are differences among groups of boys and girls. Not all males are 
underachievers, and some female students engage in risky or disruptive behaviour and attain 
low test scores. It is therefore important that a balance is created in examining the 
achievement of both males and females.  By focussing on the underachievement of male 
students, under-performing females are rendered invisible and by perceiving their positive 
conduct in the classroom as the norm, anxieties and other psychological issues are not 
confronted.   These varying experiences and observations led to my interest in gender and 




Sex and Gender: Defining the terms. 
 
The exploration of single-sex classes in a coeducational environment involves a significant 
focus on sex and gender; thus, in this section, the terms will be defined.  Sex and gender have 
traditionally been seen as binary, with everyone belonging to one of two groups: male or 
female (Hyde et al 2019; Morgenroth 2020).  Sex is used to refer to the biological distinctions 
between males and females.  In other words, sex refers to physiological attributes such as 
genetic composition, chromosomes, hormones, and reproductive anatomy. (Prince 2005; 
Mikkola 2016). On the other hand, gender sees males and females as social constructs. 
Specifically, the social construction of the roles, behaviours, and identities of males and 
females. (Edwards 1989; Thompson 1989; Archer and Lloyd 2002; Lips 2020; Morgenroth 
2020).  Many persons do not fit neatly into these traditional definitions but believe that 
gender exists on a spectrum (Lips 2020). 
 
Considering this, it must be acknowledged that the perspectives on these concepts have been 
changing globally both among policymakers and members of the public (Hyde et al 2019; 
Schudson et al 2019). Contemporary definitions of sex and gender have become more fluid.  
Transgender and non-binary individuals are currently more conspicuous in some societies 
such as the United States where a transgender state legislator was selected in Virginia and in 
Germany where the court legally recognizes a third sex. (Grierson 2017; Eddy and Bennett 
2017, cited in Morgenroth 2020).  Although the literature which is referenced throughout the 
study sees gender as largely binary, with men and women having both opposite and 
complementary identities, possessing stereotypical qualities such as women being ´caring´ 
and men being ´strong´, (Morgenroth et al. 2021) my use of gender hereafter recognizes the 
social identity theory that suggests that individuals acquire identities from their membership 
in social groups. (Hogg 2016; Stets and Burke 2000). It, therefore, follows that since we 
construct gender identity and this includes self-categorization, gender is not binary, (LGBT 






Background of the study 
 
Male Underachievement in Jamaica: Defining the Context 
 
The importance of the education system to a country´s development and to maintaining 
sustainable development cannot be underestimated. States are required to meet the learning 
needs of their citizens (Bailey and Charles 2010) and to among other goals, focus on gender 
equality and the provision of quality education according to the Millennium Development 
Goals (MDGs) 2030 agenda.  Working towards equity in education has been a part of the 
Jamaican education agenda for a long time (Tsang et al. 2002; Stennet 2018). The 2012 
Report card on Education in Jamaica, which is an assessment of the education system by the 
Caribbean Policy Research Institute (CaPRI), assigned a grade D (unsatisfactory) for equity 
in education, citing lack of a clear plan to address male underperformance and differential 
outcomes between socio-economic groups (Capri 2013).  Addressing these disparities is 
particularly important if Jamaica is to attain equity in participation as well as in opportunities 
and outcomes as was outlined in the Education for All Monitoring Report 2009 (United 
Nations 2009). So far, equity in access has been attained at the early childhood, primary 
through to the grade nine level (Tsang et al 2002; National Development Plan 2009; CaPRI 
2013) yet the stakeholders at the Ministry of Education acknowledge the need to overcome 
challenges in the quality of teaching, learning, and enrolment at the secondary level to 
improve the standard of education (Jamaica MOEYI 2015). 
 
The Ministry of Education Youth and Information (Jamaica MOEYI) and other stakeholders 
have revealed the need for the creation of a more responsive learning environment in which 
initiatives are implemented which target the specific needs of both male and female students  
(Poyser 2016, Campbell 2013, Cooke 2010).  The education system in Jamaica has also faced 
issues in areas such as inequalities, management skills, and implementing transformation 
programs.  The issues have persisted over the years although the government has increased 
expenditure on education (United Nations 2011).  Between 2004 – 2009 spending on 
education increased from 5.0 to 6.8 per cent of the GDP (Jamaica MOEY 2012).  This was 
more than the average 5.2 per cent spent by developed nations (CaPri 2012).  The World 
Bank (2020) has also indicated that spending on education in Jamaica has fluctuated over the 
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years since the 1970s but has remained relatively consistent since 2015 with 5.2% of the GDP 
being spent on education in 2019.  A 2005 World Bank report further indicated that despite 
the increased spending on education, 30-40 per cent of the grade 6 students were functionally 
illiterate upon completion of primary school and the Caribbean Secondary Education 
Certificate CSEC performance was much lower than most other Caribbean nations (UN 
2011).  
 
Further, the areas of literacy and numeracy are among the areas that have been of great 
concern but there have been some improvements, especially among female students between 
2016-2018 (Statistical Institute of Jamaica https://statinja.gov.jm/).   Standardised tests 
administered by the Ministry of Education annually to test the literacy and numeracy of the 
Jamaican students at the grade four level, justify the concern for male underachievement. 
Data provided by the Statistical Institute of Jamaica between 2016-2018 indicate that more 
male students have attained non-mastery during the period (https://statinja.gov.jm/).   
Additionally, literacy and numeracy rates at the primary school level are determined by 
utilizing a standardised test to determine whether students are performing at the expected 
level, as well as their readiness for their grade six terminal examinations.  USAID (2003) 
reported that in general, the students performed below the anticipated levels, although 
females outperformed males on all the tests.  This disparity was evident in both the public 
and private preparatory schools which have access to more resources.  The trend has 
persisted, indicating that a new approach to teaching boys may be required. An assessment of 
numeracy and literacy test results between 2011-2017 by the Ministry of Education Youth 
and Information, showed that females were consistently outperforming males every year.  In 
2017, a total of 33,562 students from public schools sat the numeracy test. Of the 21,550 
students who achieved mastery, 54.8 per cent were females compared to 45.2 per cent of the 
males. The trend was similar in the 4,365 students who sat the numeracy test from the private 
schools.  Of these students, 54.2 per cent of the females got higher scores than 45.8 per cent 
of the males.   
 
Additionally, literacy test results over the same period were separated to highlight similar 
differences between the sexes.  In 2017, test results for 49,960 students, (33,680 from public 
schools, 4,365 from private schools, 32) indicated 53.4 per cent female mastery of the literacy 
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tests compared to 46.6 per cent of the males (Jamaica MOEY 2018). The results do not 
specify the context in which these students operate, nor does it provide details of their socio-
economic status; but it presents a sobering reality of the state of male academic performance 
in Jamaican schools and provides some level of justification for the ´moral panic´.   
 
It must also be noted that the increased investment in education, as well as the Education 
Transformation initiatives, were largely a response to the moral panic which became evident 
in the media headlines over the years.  The last decade has seen headlines in the local news 
media that stated: 
“Wanted – more men in the classroom” (Cooke 2010) 
“We need to rescue our boys” (Campbell 2013) 
“The CSEC Grade: Time for a change” (Francis 2015) 
“Save our Boys” (Malabver 2016) 
Similarly, in August 2019, Mr Mark Malabver, Principal of Yallahs High School and 
Chairman of the Inner-City Teachers Coalition, also called for an education system that is 
more responsive to the needs of boys.   
 
Male students have struggled in the Jamaican education system for decades (Miller 1992, 
cited in Parry 1997, Figueroa 2000) and according to the administrative manager for records 
at Mico University College Child Assessment and Research in Education CARE Centre in 
Kingston, the organization that is responsible for testing children who are suspected of having 
learning exceptionalities, the trend of male underperformance has existed since the 
establishment of the organization in 1981.  She stated that it "continues to be that over 70 per 
cent of the boys that we see tend to be underperforming at their age and grade level compared 
to the girls. It has been that way as long as our organization has been in existence…” 
(Hendricks 2020, para. 4).  This issue of male underachievement has not only dominated the 
Caribbean education discourse since the 1990s (Evans 1999; Cobbett and Younger 2012) but 
has also been a persistent issue in the literature on differential achievement outside of the 
Caribbean in industrialized nations such as Canada (Gosse and Arnocky 2012), the United 
25 
 
Kingdom (Smith 2003) New Zealand (Gibb et al 2003) Australia (Hodgetts and Lecouteur 
2010) United States (Titus 2004), Canada (Martino and Kehler 2006) Malaysia (Majzub and 
Rais 2010), Kenya (Ng´angá et al 2018)  and Germany (Legewie and Diprete 2012). 
 
The literature, however, lacks consensus on a specific definition of male underachievement as 
well as on the strategies needed to address it.  Attempting to define it is arguably as difficult 
as determining the solutions to this persistent issue.  Underachievement has been used in the 
literature to refer to a wide range of circumstances (Gorard and Smith 2004; Weller- Clarke 
2011) and according to Gorard and Smith (2004), it is used to refer to nations, regions, 
schools, ethnic or social groups, low achievement, lower achievement compared to groups or 
compared to what is expected by an observer.  In this study, underachievement is defined 
based on the performance of one group compared to another group.  
 
In addition to achievement, the annual Caribbean Secondary Education Certificate (CSEC) 
statistics published by the Ministry of Education Youth and Information, indicate that any 
examination of male academic under-performance must also consider male under-
participation. This is due to the disparities in schools and examinations.  In 2017 17,125 
adolescent males were not attending school and 13,162 females. By 2018 there was an 
improvement with 13,778 males and 11,781 females not attending school.  
 
 Further, in 2016 the adult literacy rate in Jamaica stood at 88 per cent, slightly lower than the 
rate of the Caribbean at 92 per cent (Wilson-Harris 2016).  With the aid of initiatives such as 
the Jamaica Foundation for Lifelong Learning, as well as The Enrichment Initiative which 
targets primary level students, there has been improvement (Jamaica MOEY 2017).  
Although literacy rates have improved on the island, males continue to lag behind females 
and in 2020 there was an 84.04 per cent literacy rate for males and 93.1 per cent literacy for 
females, (UNESCO 2020) a trend that has remained steady for many years.   
 
The results of the Jamaican exit exams, Caribbean Secondary Examination Certificate 
(CSEC) have also indicated that male students under-participate in most subject areas when 
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compared to their female counterparts.  In 2014, of the 35,488 students who sat and passed at 
least one subject in the CSEC examinations in the public schools, only 15,656 were male 
students and only 12,942 passed at least one subject. With the inclusion of private schools, 
70,496 candidates sat the examination, with 28, 897 of these participants being males. This 
indicated that socioeconomic status does not positively change male participation in Jamaica.  
The records further indicated that of the total number of 196,434 subject entries from the 
public schools, only 81,290 male students sat the examinations (Jamaica MOEY 2014).   In 
2015, 34,613 of the registered candidates sat the examinations, with 15,258 being males.  Of 
this number, 12,705 passed at least one subject compared to 17,448 of the 19,355 females 
who sat the same examinations.  The report aptly summarized the results and justified the 
concern in the following: "As in previous years, the number of subject entries for females 
exceeded those for the males. Females accounted for a total of 113,849 or 58.4% of the 
entries compared to 81,071 or 41.6% for the males.” (Jamaica MOEY 2015, p. 6).  In 2016 
there was also a similar trend of fewer male students participating in the secondary exit 
examinations.  35,312 students registered for the examinations, 15,124 males sat the 
examination and 12,228 passed at least one subject.  On the other hand, 17, 158 of 19,718 
females passed at least one subject (Jamaica MOEY 2016).   
  
Additionally, a comparison was done of students´ participation and performance in six 
Caribbean Secondary Education Certificate (CSEC) subject areas (Additional Mathematics, 
Mathematics, English Language, Spanish, Chemistry, and Physics) between 2017 and 2019 
in Jamaica.  Data provided by the Ministry of Education (See Appendix J) did not indicate 
the number of students in the cohort each year, but it indicated that student participation 
generally declined over the period examined and there was a consistent trend of male under-
participation and lower performance compared to female students in most subject areas.  The 
literature generally suggested that girls tend to dominate English Language and other Arts 
related subject areas (Leo Rhynie 1989; Thompson 2017; Ellis 2018).  The statistics between 
2017 – 2019 also suggested that more females than males sat and passed the English 
Language terminal CSEC examination every year.  In 2017, 15,185 female students sat the 
examination and 11,488 passed while 11, 136 males sat the same examination and 7,135 
passed.  In 2018, 14,179 females sat the examination and 11,459 of them passed the exam 
compared to 9899 males who sat the examination with 6,692 passing. Finally, in 2019, 
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13,837 female students sat the examination and 12,135 passed while 9,657 male students sat 
the examination and 7317 passed.  
 
In the subject area of mathematics, which is often seen as a male-dominated subject area (Leo 
Rhynie 1989; Thompson 2017; Ellis 2018), there were 13,698 female candidates in 2017, 
13,025 in 2018 but participation fell to 12,466 in 2019. However, in each of these years, 
fewer than 10,000 male candidates sat the examination and fewer males also passed the 
examinations. Similar statistics were published for Additional Mathematics, which is 
administered to students who have an aptitude for mathematics and have completed the 
CSEC curriculum before the end of high school and wish to prepare for the Advanced level.  
Female students registered in larger numbers and attained better results in all three years both 
in Jamaica and the Caribbean region.   
 
Furthermore, studies conducted by researchers such as N´gangá et al. (2018), Hermann and 
Kopasz (2019) and, OECD (2017) who collected data in Kenya and the OECD countries, also 
indicated that female students lag behind their male counterparts in Science Technology 
Engineering and Mathematics (STEM) programs.  However, the situation in Jamaica, as 
reflected in the aforementioned six subject areas, does not depict this trend.   Of the six 
purposively selected subjects between 2017-2019, which included languages and science, 
female students participated in larger numbers in all subject areas and outperformed the male 
students in all subjects except for Chemistry.  Further observation of students' performance in 
all thirty-four subjects sat over the three years, indicated male domination of the stereotypical 
male-dominated areas of Technical Drawing, Industrial Technology, and Building 
Technology. (Jamaica MOEY 2020). 
 
Finally, it is important to note that the Jamaican context is largely reflective of male 
underachievement in the Caribbean.  The data presented two realities.  Males are 
underachieving and under participating compared to females in the Caribbean.  Bailey (2014) 
has argued that the issue is better described as under participation rather than 
underachievement. This perspective is well-founded as it is grounded in the statistics 
provided by CXC.  The comparison of male-female performance in the six subjects between 
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2016-2018 indicated that more girls participated in five subjects including Chemistry, 
Mathematics and Additional Mathematics which are traditionally male-dominated areas. The 
male students outperformed the females in Chemistry each year attaining 53 per cent in the 
first two years and a 58 per cent pass rate in the third year. Despite their higher participation 
in Physics, males underperformed compared to females who attained 64 per cent in 2016, 60 
per cent in 2017and 68 per cent in 2018 (CXC Annual Report 2018).  
 
The UN Statistical Division (2013) and The Education for All Global Monitoring Reports 
(2009 and 2012) have also confirmed that this disparity in participation exists at all levels of 
the Jamaican education system.  Despite this, females continue to be unemployed at a greater 
rate and earn lower wages when they are employed (Bailey and Charles 2010; Bellony et al. 
2010). Unfortunately, the academic dominance displayed by female students does not change 
the gender earning gap that is evident in countries such as Jamaica and Barbados (Bellony et 
al. 2010).  The fact is, addressing these issues may require a multi-sectoral and multifaceted 
approach. 
 
These statistics present a sobering reality of the gap in male-female academic performance 
and raise pertinent questions about the role that the education system needs to play in 
addressing disparities in performance. 
 
The Jamaican Education System 
  
The issue of male underachievement has been persistent; thus, it requires a robust and 
responsive education system that could potentially begin to change the male academic 
experience by implementing intervention strategies at all levels of the system. An 
understanding of this system is important for the context of this research.  
 
The Jamaican education system is characterized by diversity, with its four-tiered school 
system.  The system has evolved from an agrarian system that was established to support a 
small white elite and a black labouring class.  However, it has evolved into a more dynamic 
29 
 
Information and Communication Technology (ICT) system (Jamaica MOEYI 2020).   At the 
Early childhood level, parents have an option between private and public education for their 
three to five-year-old children, but most students are educated in public infant schools.  At 
the primary level, students are educated from grades one to six but sometimes this is extended 
to include students from grades seven to nine.  When this occurs, the school is referred to as a 
Junior High or All-Age school. At the primary level, private education is offered in what is 
referred to as the preparatory schools where students perform significantly better in the grade 
six exit test than the students in the public primary schools (George 2012). 
 
The primary education level is important as it offers components of the National Assessment 
Programme at the grade one, grade three, grade four, and grade six levels.  The grade six 
assessment is of significance to my research as it is at the end of grade six that students sit the 
Primary Exit Profile (PEP) which has replaced the Grade Six Achievement Test (GSAT) to 
gain admission to High school.  When a child is preparing for PEP, parents are allowed to 
submit a list of five High schools which they would like their child to attend, beginning with 
their favourite option.  This is important because many Jamaican parents regard education as 
the key to upward social mobility and are willing to invest in extra lessons (Stewart 2015) to 
ensure their child is admitted to what they regard as the best school.  Opinions on the choice 
of High schools vary and are influenced by societal perceptions which are often influenced by 
the grade 11 exit examination results.   
 
The Jamaican education system also has different types of High schools, including Technical 
High schools and private schools but the two main types are the traditional grammar schools 
and the newly upgraded or non-traditional high schools.  There are 150 public High Schools 
and 42 private preparatory and High Schools in Jamaica. 
 (STIOJ 2015 https://statinja.gov.jm/Demo_SocialStats/Education.aspx, Jamaica MOEY 
2016  https://moey.gov.jm/). Traditional High schools are institutions that have always been 
high schools while the upgraded or non-traditional schools were initially named secondary 
schools but have been renamed high schools (Stockfelt 2016).  Traditional high schools are 
regarded as elitist (Worldbank 1993, cited in George 2012) and the students attaining the 
highest score in the primary exit examinations are awarded a place in these schools.  On the 
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other hand, those who attain the lowest test scores are awarded a place in the upgraded high 
schools (Spencer-Ernandez 2011). By separating students based on standardized test results, 
the Ministry of Education creates a division between the school types from the outset (George 
2012; Stockfelt 2016) and leads to the disparities in the examination results attained in the 
grade 11 exit examinations.   
 
Further, Jennings and Cook (2019) argued that the type of school that children attend in 
Jamaica is intricately connected to their social status.  They found that traditional high 
schools tend to be populated by children whose parents were from the middle class, some 
who were highly skilled and others from the lower socio-economic group, while those from 
the higher professional category whom they referred to as upper class preferred the private 
schools. Simultaneously, children of parents from unskilled and semi-skilled groups attended 
upgraded or non-traditional high schools.  This perspective reflects the findings of one 
specific study so it must be acknowledged that many traditional high schools are ranked 
highly in academic performance; consequently, parents from the upper class often select 
these public schools.  These disparities between school types and students that are assigned to 
these different types of schools are extensions of other forms of disparities that have occupied 
a place in Jamaica´s education system as will be discussed in the next section.   
 
Male Underachievement in Jamaica: How did it happen? 
 
The Caribbean has made significant progress in providing equity in areas such as access to 
education, health care and participation in the labour force (Orlando and Lundwall 2010); 
school retention, completion and academic attainment of girls have been largely achieved 
(Plummer et al 2008) but there remains a significant disparity in the academic outcomes of 
male and female students.  It is important to note that like in other countries, female 
disadvantage existed in Jamaica. In the past, academic excellence was dominated mainly, if 
not completely by males until 1921 when there was an increase in the levels of female 
literacy (Miller 1991).  In the 1970s female students began to show significant improvement 
in traditional male-dominated subject areas while they continued to dominate the Arts 
(Maynard 2002).  This has set the stage for the concern for male underperformance that has 
intensified in recent decades, evolving from a discourse regarding some boys underachieving 
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to a more general discussion on male underachievement (Younger and Warrington 2003; 
Peebles 2014).   Several perspectives have been purported as possible factors that underly the 
male trouble which Jamaica continues to grapple with. One of these factors is gender 




Although gender socialisation is the focus of this section, there must be first a clear definition 
of socialisation. According to (Elkin and Handle 1989, cited in Hoominfar 2019) the main 
purpose of socialization is to institutionalise the beliefs and standards of society. 
Socialization involves a process by which people learn patterns, standards, and behaviours 
that are acceptable in society.  People learn the cultural roles that are expected of them and 
how to adapt and become successful members of their communities. (Grusec and Hastings 
2014).  Societal values and roles are not simply transmitted from generation to generation but 
are constructed by each subsequent generation. (Grusec and Davidov 2015).   
 
 Gender socialization is the process through which children learn what it means to be a boy or 
girl (Basu et al. 2017).  In the literature that focuses on the Jamaican context, gender 
socialisation is explored as one explanation for the differences noted in the behaviour and 
performance of boys and girls in the classroom (Evans 1999; Parry 2000).  This socialization 
process takes a different shape for men and women and what is perceived as gender-
appropriate behaviour is transmitted through various agents of socialization.  These include 
the family, school, peers, and the media.  Men and women are taught norms, values, 
behaviours, and skills that are considered appropriate or necessary to become successful men 
and women (Lou et.al 2012; Lawson et al 2015; Giddens 2017).  The socialization process 
begins at birth and as children grow and develop a sense of self, they also learn the expected 
gender roles and gender identities that are associated with being male or female (Stockart 
2006).  The process involves the communication of gender stereotypes (Leo-Rhynie and 
Pencle 2002) which are transmitted directly or indirectly by parents and other individuals, 
mostly adults, who tend to communicate their expectations of their sons and daughters 
through rules and sanctions (Amin et al. 2018).  
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The process of learning what it means to be a boy or girl is a continuous process.  It is often 
subtle and seamlessly interwoven into daily interaction. It is evident in the attitude and 
language used while a child is still in the womb.  Lindsey (2016) stated that by using terms 
such as ´kicking´ and ´active´ to describe boys in the womb and ´quiet´ and ´calm´ to describe 
girls, mothers begin gendering. After the child is born, he or she is inundated with language 
and symbols that form the basis of gender identity.  For instance, the selection of blue 
coloured clothing for boys and pink for girls, (Eckert and McConnell-Ginet 2013; Carter 
2014; Mikkola 2016) as well as the use of words such as ´strength´ and ´agile´ to describe 
boys while girls are ´dainty´ and ´fragile´. (Walker 1999; Burke 1989 and 2002, cited in 
Carter 2014). 
 
For individuals to conform to these pre-determined socially constructed gender roles, they 
need to feel compelled to fit into the stereotypical model of masculinity and femininity 
(Chege and Sifuna 2006, cited in Kangethe et al 2014).  This view is not always applicable in 
the Jamaican context. It is in these differences between male and female academic 
performance, that it is evident that Jamaican children sometimes deviate from the 
stereotypical perception of what constitutes masculinity and femininity.  Boys often become 
immersed in the rigid Jamaican masculine culture which appears to cause them to persistently 
trail girls especially at higher levels of education (Bailey 2014). This constitutes a contrast to 
the historical male domination of the academic domain.   
 
In the Jamaican context, Blum references the hegemonic myth in which agents of 
socialization reinforce stereotypical myths that present boys and girls as being in constant 
opposition (Commonwealth Secretariat 2017).  By doing this, the agents of socialization 
provide children with another perspective of ´acceptable´ male and female behaviour in 
Jamaican culture.  These stereotypical perspectives are inherently limiting and imply that if a 
member of a group deviates from the stereotypical perception of his group, then he or she is 
too much like the opposite group.  This creates one kind of problem, especially for boys who 
display a ´soft´ or feminine characteristic in a culture that emphasises toxic masculinity and 




The Role of Education in Gender Socialisation 
 
A discussion of gender socialisation could benefit from a reflection on the purpose of 
education.  According to Biesta (2015), education has three purposes: qualification, 
socialisation, and subjectification.  So far, the discussion has focussed on acquiring education 
for qualification.  Qualification is important because students acquire the necessary 
knowledge that prepares them for their future careers.  However, education is not limited to 
what happens in the classroom.  It is the sum of the student´s entire experience, much of 
which occurs within a social context. The next section illustrates that education begins in the 
family where gender roles are first learnt. Together, the agents of socialization engage in 
teaching children the social, cultural, and religious traditions of their society.  However, the 
reality is that these traditions often reflect the stereotypes that exist in society.  Secondly, 
these lessons are also transmitted in the school environment where there is a reproduction of 
inequities and stereotypes that have characterised aspects of the education system.   
  
Finally, education is also intended to transform students into active beings who are the 
authors of their circumstances, rather than remaining the object of other people's actions.  
This is important as it indicates that despite the influence of external factors, students are 
expected to be impacted by the learning process. Consequently, many students do not operate 
based on gendered expectations.   
It is important to note that although the following sections illustrate how children learn their 




Gender socialisation involves children forming their gender identities by interacting with 
environmental influences (Leo Rhynie 2015) and the family is the first and most important 
influence in this socialization process (Bandura and Bussey 2004; Blakemore and Hill 2008; 
Amin et al 2018).  The family is responsible for “shaping a child´s personality, emerging 
identity and self-esteem” (Lindsey 2016, p. 78).  Although children eventually learn to form 
their gender self-concepts and beliefs, it is the parents who initially teach children the 
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meaning of being male or female (Emolu 2014; Leaper and Farkas 2014; Colaner and 
Rittenour 2015).  It is important to note that parents´ attitude to gender is significant because 
they model the gender ideals that form the basis of their children´s understanding of gender 
roles. They have different expectations of their boys and girls and these expectations are 
internalised by the children (Kangethe et al. 2014; Lawson et al. 2015) who also learn to have 
different expectations of men and women in their interaction (Hoominfar 2019).   
 
The family in Jamaica is uniquely structured.  It is not a homogenous society, so there are 
different types of families within. (Ricketts 2000).  It is a patriarchal society in which males 
are bestowed certain privileges and socialisation practices differentiate what is valued in 
males and females. There is also a prevalence of children born out of marriage, many in 
common-law unions (Mohammed and Perkins 1999; Anderson and Daley 2014).  
Furthermore, about 47 per cent of households in Jamaica are headed by a single female 
(Planning Institute of Jamaica 2014; STATIN 2014; Green et al 2019). Smith coined the term 
“matrifocal” in the 1950s to describe Caribbean families that are dominated by mothers and 
grandmothers and in some cases, assisted by other female members of the family who 
assisted with care as well as economic situations when needed (Blank 2013).  This creates an 
image of the varied influences in gender construction in Jamaica.  
 
Gender socialization practices are generally evident in the chores that males and females are 
assigned such as “doing yard work, cooking in the kitchen, caring for children, working on a 
presentation for one’s boss” (West and Zimmerman 1987, cited in Carter 2014, p.246). Girls 
are restricted mainly to the domestic sphere and normally receive more encouragement and 
support (MSI EQUATE 2005).   They are assigned household chores, assist with childcare, 
and are generally considered easier to take care of. (Leo-Rhynie 2015 and Brown and 
Chevannes 1995, cited in Clark 2005).  They are treated more strictly than boys, are kept 
closer to home and if they are seen outdoors, are often sent indoors to read a book (Blank 
2013).  Their participation in the domestic sphere means they are expected to be responsible, 
disciplined individuals who engage in repetitive, uninteresting tasks (Figueroa 1999 and 
2004) without complaint.  The skills and attitudes that girls learn from these tasks in the 
domestic sphere, equip them for the routines of the school (Evans 1999; Figueroa 2004; MSI 
EQUATE 2005). Sitting still and copying tasks from a board are considered to be more 
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closely aligned with the restrictions placed on girls in the home and not to the freedoms 
afforded to boys who are permitted to socialise in the streets, play sports (Blank 2013) and 
explore their environment with little or no inhibition (Basu et al. 2017).    
 
The Jamaican family values good manners in both boys and girls but it is more closely 
monitored among girls. These differences in gender roles that are transmitted in the family 
are best depicted in Chevannes´ (2001 and 2002) Guyanese reference to ´tie the heifer and 
loose the bull´ which indicates that parents in the Caribbean islands tend to keep their 
daughters close while boys are allowed greater freedom.  It is also notable that parents tend to 
interact more with smaller children (PIOJ 2014) and appear to be involved to a limited extent 
in the education of their children (Ricketts and Anderson 2009; Brown and Johnson 2008).  
In consideration of discipline in the family, boys are more likely to experience corporal 
punishment than girls (Mondesire and Dublin 1996, cited in Blank 2013) and this corporal 
punishment is usually administered by the father in the nuclear family. The forgoing indicates 




Although gender socialisation begins in the family, the school is also a powerful agent of 
socialisation that perpetuates socially constructed gender roles.  A study conducted by 
Altinyelken (2015) for USAID indicates that gender socialisation and the gender stereotypes 
that are transmitted have a significant impact on the educational experiences of boys and girls 
in Jamaica. The students develop their gender identities through interaction with teachers, 
peers, the curriculum and by engaging in extracurricular activities. (Kangethe et al. 2014). 
With regards to peer socialisation, Lindsey (2016) found games to be a significant tool in 
gender socialisation.  For instance, there are distinct gender roles in the games played by boys 
and girls. Boys tend to play more complex, competitive games with many players which train 
them to be competitive.  On the other hand, girls tend to play hopscotch and jump rope which 
is said to prevent them from quickly learning to be competitive or to assume several roles 
simultaneously, a skill learnt in groups. Although the study has made these claims, it cannot 
be assumed that all boys are competitive or all girls aren´t.  Additionally, USAID (2008) 
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suggested that gender socialisation often leads to a gendered environment in the school 
setting.   
 
Teachers also influence the academic environment, alter students´ behaviour and ultimately, 
their culture (Legewie and Diprete 2012) by transmitting gendered messages. Teachers have 
implicit and explicit expectations of their male and female students which do not only affect 
them academically but impact their motivation to achieve, attitudes, beliefs, and behaviour 
(Clarke 2005; Leaper and Farkas 2014).   Socialisation in the school environment is mainly 
disseminated through the hidden curriculum. (Alsubaie 2015). Lessons are transmitted 
through the subjects being taught, but many messages are transmitted subtly. The tendency 
for girls to do subjects such as home science, languages and nursing, subjects that socialise 
girls towards what is considered feminine, caregiving jobs.  On the other hand, boys gravitate 
towards mathematics, science and technical subjects which are generally considered to be 
masculine. (Chege and Sifuna 2006; Jha and Kelleher 2006).  Single-sex schools, in 
particular, tend to perpetuate these gendered expectations in that the curriculum tends to 
include only some subject areas.  For instance, many girls´ schools in Jamaica do not offer 
woodwork and welding and many boys´ schools do not offer clothing and textiles or office 
procedures. (Bailey 1997).   
 
Additionally, school processes tend to emphasise separation.  According to Evans (2006), 
gender roles are communicated in the separation that is an integral part of the Jamaican 
school system. This is evident in the way the names are organised in the register, the 
formation of two lines for boys and girls and the strict rules which restrict boy-girl 
interaction.  Further, the lessons that are transmitted in the schools are often in the textbooks, 
which represent the differing roles of boys and girls. According to Kerezty (2009) textbooks 
“represent the everyday life for children ... the hidden curriculum has an identity-forming 
role, since it mediates the gender-specific expectations, norms, and behaviours, and therefore 
it contributes to the reproduction of social inequalities in the society. Thus, as part of the 
hidden curriculum, textbooks might transform, strengthen or diminish the developed and 
developing power relations both in the classroom and in the society” (p. 3).  The depiction of 
men as astronauts, musicians, and managers while women are depicted as nurses (Robinson 
1995, cited in Evans 2001) expose students to a stereotypical and inaccurate view of society 
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(Leo-Rhynie and Pencle 2002) and one can argue that it influences girls´ pursuit of subjects 
in the Arts, as well as their domination of careers in these fields.  Drayton (1997) did a 
content analysis of 27 English textbooks.  It was found that most of the men were depicted in 
executive and managerial positions while the women were shown in unskilled jobs. These 
subtle messages within the curriculum, depict a belief in male superior leadership ability. 
 
Furthermore, the cultural context in which students operate, shape their understanding of 
gender roles. Research conducted in Jamaica by Evans (2001), Leo-Rhynie and Pencle (2002) 
Plummer et al (2008) indicates that girls enter school more prepared than boys. They argue 
that boys tend to be more aggressive and are exposed to more aggressive treatment by their 
teachers, often due to poorer conduct and less efficient work ethic than girls.  This paves the 
way for the differential performance which has dominated more recent research such as that 
conducted by Ellis (2018) and Walters and Carpenter (2017).  Other studies by Leo-Rhynie 
and Minott (2008 and 2009) and Bailey and Brown (1998) share important similarities.  They 
portray the Jamaican boy as having characteristics that are resistant to the strict and rule-
oriented education system. Even at the primary and early childhood levels, many girls were 
presented as creative, neat, mature, prepared, and eager to learn.  On the other hand, the boys 
were often found to be more hyperactive, spontaneous, distracted, lacked interest, and 
preferred to play outdoors.  While there are some similarities among Caribbean boys, they 
found that boys in St Vincent and Guyana entered school with a slightly greater advantage in 
cognitive skills due to the difference in socialisation and expectations of boys and girls. 
 
Teachers as Authority Figures 
 
In the same way, the Jamaican school is held in high regard as an agent of socialisation, the 
teachers are also held in high esteem by both parents and children. According to Lambert et 
al (2001), teachers in Jamaica are highly respected.  This is evident in the profession being 
referred to as a “noble profession”.  Respect is further evident in parents referring to teachers 
as their children´s “daytime parents” and there is an annual celebration of a “National 
Teacher´s Day” (p. 548). Furthermore, parents tend to seek and trust the advice of teachers on 
areas such as socialisation (Brice-Baker 1996, cited in Lambert et al. 2001).   
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The authority of the teacher is evidenced in how they manage the classroom.  Although 
classroom management can be quite challenging, educational psychologists believe that this 
must be handled effectively to “increase students learning opportunities” (Esmaeili et al. 
2015, p.1). The teacher´s authority may be understood through Weber´s definition of 
authority as the probability that a command that is given with specific objectives, will be 
obeyed by the person or group to whom it is directed (Weber 1978, cited in Haugaard 2018).  
This is often a challenge as students may display antagonism to having restrictions placed on 
their spontaneity. The Ministry of Education in Jamaica indicated that the teacher´s authority 
is necessary to ensure that the learning process takes place (Jamaica MOEY 2011). To 
facilitate the learning process, the teacher is said to utilise five types of authority.  
 
Firstly, referent authority involves the teacher developing positive relationships with students, 
often investing emotionally in these relationships by showing respect and affection.  
Secondly, teachers are also seen as authority figures based on their expert knowledge in their 
chosen fields.  When students perceive them as knowledgeable and well prepared, they tend 
to show their teachers respect. Thirdly, reward authority is also used to positively influence 
student’s behaviour.  In this situation, teachers utilise positive reinforcements such as prizes, 
responsibility, privilege, or grades to encourage students.  Although this is beneficial to 
students, it can lead to students working only for rewards.  Conversely, there is also the use of 
coercive or punishment authority.  Here the teacher uses reprimand, punishment, humiliation, 
withdrawal of affection and in some cases expulsion from the classroom or school.  Finally, 
the teacher is also an authority figure based on his or her position. The teacher is responsible 
for all the activities in the classroom.  In some situations where disciplinary measures are 
needed, students may be referred to the principal (Jamaica MOEY 2011; Esmaeili et al. 2015) 
or the Dean of Discipline in Jamaican schools.   
 
Effective classroom management requires that teachers find a balance among these different 
styles to promote motivation, communication, and discipline. This is sometimes a challenge 
for some Jamaican teachers who have historically been intolerant of behaviours such as lying, 
stealing, disrespect or simply being rude. Lambert et al (2001) have found that Jamaican 
teachers are more intolerant of indiscipline among female students who in many cases 
internalise their problems.  As the classroom is a site for student development and 
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educational activities to be executed Pace and Hemmings (2007) have suggested that for 
meaningful learning to take place, the teacher needs to find methods to persuade students to 
cooperate. Similarly, the Ministry of Education has suggested that teachers utilise their 
authority to create a student-focused learning environment. This includes preparing lesson 
plans, creating a stimulating learning environment that the students have helped to design, 
incorporating technology into the lessons and utilising varied instructional approaches, 
including sex-sensitive approaches when necessary (Jamaica MOEY 2011).   
 
The Feminisation of Teaching 
 
Another factor that is shown to have an impact on male academic achievement is the 
prevalence of female teachers, also referred to in the literature as the feminisation of teaching 
(Moreau 2019).  Feminisation has been discussed as a problem that needs to be corrected due 
to its perceived adverse effect on male students and masculinisation as the desired goal 
(Boinet 2014; Sarnou 2018; Polony 2011, cited in Moreau 2019).  The term ´feminisation of 
education has been used to refer to the predominance of female teachers (Parry 2000; Drudy 
2008; Watson et al. 2019; Antecol et al. 2015; Martino 2014; Lahelma 2014) as well as the 
transformation of school cultures into feminised spaces which place greater worth on 
feminine values over masculine values.   
 
For a long time, feminisation has been examined within the context of its deleterious effect 
on male achievement (Martino 2008; Sarnou 2018).  A boy´s gender identity, in its current 
state, is argued to be detrimental to his educational achievement in the Caribbean and the 
female teacher´s sex has often also been blamed for boys´ under-achievement (Skelton 2002; 
Carrington and Skelton 2003).  Although this perspective is prevalent in the literature, it must 
be acknowledged that there are conflicts in the findings.  For instance, research conducted in 
both the United States and the Netherlands has confirmed the conflicting nature of the 
literature on the effect of the teacher´s sex on achievement (Chudgar and Sankar 2008; 
Watson et al. 2019).  On the one hand, Carrington et al. (2007) conducted a study in the 
United States which revealed the benefits of matching students with a teacher of the same 
sex.  On the other hand, the same research also found that in Finland and Australia the 
teacher´s sex had no impact on student performance.  This shows that there are no general 
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theories that apply to all male students in all female-headed classrooms.  There may be a need 
to revisit other factors such as student´s responsibility in the learning environment. 
  
The debate on the feminisation of education has taken place within the context of the moral 
panic which focuses on male underachievement (OECD 2005; Skelton 2007).  Parry (2000) 
highlighted that in 1872, 92.5 per cent of the teachers in the Caribbean were male.  That 
situation has changed significantly, and a predominance of female teachers has not only been 
the Jamaican reality, but it has been the global reality for decades, especially in primary and 
elementary schools. World Bank statistics confirmed this female domination of education in 
the Caribbean.  For instance, between 1973 and 2019, the number of female teachers ranged 
from 51 per cent in 1973 to 66 per cent in 2019 in the Small Caribbean States. 
(https://data.worldbank.org/indicator/SE.SEC.TCHR.FE.ZS?locations=S3).  Similarly, the 
Statistical Institute of Jamaica highlighted a trend of female domination at all levels of the 
education system between 2013 and 2018.  The most recent statistics were recorded in 2018.  
In that year there were 23, 832 teachers in Jamaica, 19,075 or 80 per cent of whom were 
females.   (https://statinja.gov.jm/Demo_SocialStats/Education.aspx).   
 
Additionally, Parry (2000), conducted a study of three Caribbean nations: Jamaica, Barbados 
and St Vincent and the Grenadines.  The data showed a similar trend of female domination of 
the classroom in these Caribbean countries. However, St Vincent and the Grenadines had 
more male teachers in some instances because teachers are regarded as civil servants and can 
move around in various positions in the civil service.  Consequently, a larger number of male 
teachers were to be seen at the secondary level of education. The study further showed that of 
the three countries studied, Jamaica had the lowest number of male teachers (Parry 2000).  It 
is important to note, that current statistics reveal that the secondary level is also dominated by 
female teachers in St Vincent with a similar trend of higher male dropout rate.  Between 2015 
and 2018, there was an increase in the number of teachers each year, but the trend of female 
domination has continued (St Vincent and the Grenadines Statistical Digest 2017-2018).   
 
The preoccupation with feminisation must be understood within the general context of the 
perception held of female-dominated domains. Feminisation is presented as beneficial to girls 
41 
 
because teachers are believed to typically pay more attention to girls and allow them more 
opportunities for participation (Clarke 2005).  This perspective is not without opposition as 
Evans (2006) found that boys got more attention from their teachers, although this was often 
disciplinary.  It, therefore, begs the question, whether it is the feminisation of teaching or the 
nature of the students within the classroom, that impact their achievement, Moreover, the 
prevalence of female teachers is argued to reflect a job that includes a nurturing role with 
teachers acting as a kind of mother figure for the students, and receive typically low 
remuneration (Basten 1997; Drudy 2008). The concern for feminisation is particularly 
important due to the predominance of female-headed households in Jamaica. The implication 
in this concern is that boys are impacted negatively by the absence of a father figure and the 
absence of a father in the home means there are no male figures in their lives.  The issue with 
this implication is that it is assumed that the absence of a male teacher or a father figure in the 
home, deprives boys of positive male influence which can be acquired in other areas of their 
lives.  
 
 Despite the criticisms of the feminisation of education and the suggestion that boys need 
male role models in the form of male teachers, there haven´t been any suggestions about how 
these role models would be selected nor has it been proven that male teachers make better 
teachers for boys. (Riordan 1985; Lee and Bryk 1986; Kelleher 2011).  The depiction of 
feminisation as a problem and masculinisation as the solution (Moreau 2019) due to the 
number of women in the profession, reflects a wider perception of the female domain as less 
valuable than male-dominated areas. (Basten 1997).  
 
To address the perceived impact of feminisation there has been a reference to the idea of 
´recuperative masculinity politics´ (Lingard 2007; Lingard and Mills 2012) which requires 
that corrective educational measures be implemented that will address both the attitude and 
outcomes of male students.  For instance, the anxiety about feminisation has led to the call for 
more male teachers to enter the profession and become role models for these boys (Sexton 
2015; Clark 2019) although there is no conclusive evidence that the sex of the teacher 
impacts performance. This is hoped to encourage boy-friendly schools in which boys no 
longer view learning as feminine (Carr-Gregg 2004, cited in Martino and Kehler 2006) Male 
teachers have largely been concentrated in the traditionally male-dominated subject areas and 
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many are subjected to the stereotypical views, often by their female colleagues, who have 
bought into the perception of teaching being a female job.  The role of a male teacher, 
therefore, does not subscribe to the traditional perception of masculinity which teaches 
gender roles by ´real men´ (Martino 2008).  By perceiving males as occupying a feminised 
space, male teachers often do not qualify as ´real men´ (Parry 2000).  Moreover, amid these 
varying perspectives on the role of men functioning as a solution (Clarke 2005; Kelleher 
2011) for the issues of boys in school, the question must be asked whether men want the task 
of becoming role models.  Parry (2000) found that male teachers tend to transmit the 
stereotypical masculine gender characteristics which have been described throughout the 
literature as being an antithesis to academic performance. Consequently, while male role 
models may offer the possibility of merit in the male under-achievement debate, there 
probably shouldn´t be significant reliance on men, who themselves have been subjected to 
similar gender socialisation and may continue to uphold the masculine values that will be 
discussed in the next section. 
 




The practice of masculinity in Jamaica offers an interesting insight into a possible factor that 
impacts male achievement.  Masculinity is constructed based on the gendered messages that 
are communicated through the socialisation institutions.  Masculinity is not fixed or 
embedded, it is tractable, influenced by political, historical, and social circumstances (Totten 
2003; Connell and Messerschmidt 2005; Schrock and Schwalbe 2009; James and Davis 
2014). Masculinity is interconnected with the patriarchal culture of Jamaica which involves 
men dominating both the private and public spheres. (Thame and Thakur 2014).  The focus 
on studying masculinity in the Caribbean emerged as a response to the impact of the second 
wave of feminism on the region in the 1970s (Reddock 2003).  It has however become a 
common theme in the literature, depicting masculinity revolving around a set of obligations 




Masculine performances are especially heightened when they are in the presence of other 
men. They tend to avoid any actions that cause them to appear effeminate, soft, gay, or 
disloyal to their peer groups (Plummer 2013; James and Davis 2014). Notably, young boys 
aspire to be perceived as masculine and in many cases, their behaviour is policed by their 
peers to ensure that they meet acceptable masculine standards (Plummer et al. 2008).  
Although the family and school were discussed as having a significant impact on gender 
identity, Chevannes (1999) found that it is the peer group that has the most significant 
influence on a boy’s construction of masculinity. Although this influence can be good, it also 
has the potential to be extremely bad as it often depicts the violent and predatory aspects of 
street culture (Bailey et al. 1998; Plummer et al. 2008). 
 
The peer group has a strong influence on a boy´s gender identity development (Plummer et 
al. 2008).  The peer group acts as an agent of socialisation with its own set of values and 
attitudes which are often passed on away from the observation of adults (Chevannes 1999; 
Plummer 2005) and often in opposition to the authority of adults. For this reason, 
responsibility for the state of male achievement cannot only be blamed on the family, school, 
and media.  Research conducted in Jamaica by Plummer et al (2008), Chevannes (1999) and 
Bailey et al (1998) revealed that the peer group engages in policing masculinity. Boys are 
held to a specific standard that involves risk-taking and non-conformity results in their 
standard of judgement and punishment.  Engagement with the peer group appears to be 
closely aligned to the rise of hard masculinity.  The rise of hard or toxic masculinity and the 
embrace of the macho culture result in boys rejecting education, anything that is associated 
with femininity and, in many cases, engage in risky or anti-social behaviour; (Chevannes 
1999) in fact, the statistics show that males are the main perpetrators of criminal activities in 
Jamaica (Chevannes 1999; Leslie 2010; Orlando and Lundwall 2010; Banet Weiser and 
Miltner 2016; Harriott and Jones 2016).  In a report sponsored by the Inter-American 
Development Bank, Harriott and Jones (2016) found that 97.3 per cent of all persons arrested 
for murder in 2013 were young males under the age of 35. Addressing youth at risk and 
finding policy solutions that can address both the violence and economic issues (Orlando and 
Lundwall 2010) are particularly important. Addressing this issue could result in significant 




Patriarchal masculinity is also presented as being privileged and hegemonic in Jamaica.   It is 
especially evident in governmental institutions in which there is an overrepresentation of men 
in government and preservation of patriarchal ideology (Thame and Thakur 2014).   
Masculinity also plays a significant role in promoting aggression and violence (Davis and 
deHaan 2011) and can be seen in the focus on hypersexuality in the context of heterosexual 
relationships while simultaneously displaying low tolerance for homosexual relationships. 
(White and Carr 2005; Reddock 2011; Figueroa et al. 2015). 
 
Homophobia in Jamaica 
 
 Jamaica is one of eighty (80) countries in the world that continues to criminalize 
homosexuality (Lovell 2016).  Homophobia is perpetuated by institutions such as the 
government, church, law enforcement, law, health care, and popular culture (Charles 2011).  
It is not only internalised and reflected in daily interactions among individuals, but it is also 
reflected in the nation´s laws (in Article 76 Jamaica Offences Against the Person Act) which 
support and, in some cases, reinforce the hostility (Gaskins 2013; Lovell 2016) directed at 
persons whose relationship is equated with bestiality and thus punishable by law.  Sometimes 
there are also immediate consequences through mob violence (Charles 2011; Raffaella 2014 
and Lovell 2016).  The homophobic sentiments are not only displayed by men who seek to 
display their masculinity, but by large segments of the society including by political and 
religious leaders (Luton 2009).  The sentiments are rooted in the Christian beliefs of a largely 
protestant society that draws its values from interpretations of the Bible (LaFont 2001; 
Farquharson 2005; Charles 2011).   
 
The influence of the Church must not be underestimated. The biblical teachings have such 
far-reaching effects that even individuals who do not hold any faith, use scriptures to 
perpetuate the sexual division.  Preachers use the pulpit as a platform from which they cast 
judgment on what is considered an immoral lifestyle.  They reference various Bible stories 
such as the story of Sodom and Gomorrah in Genesis 19 (Hewitt 2016) to influence the 
perspectives on homosexual relationships.   
The perspectives on homosexuality are quite popular in the dancehall culture which is very 
influential on the youths. (Gutzmore 2004; Farquharson 2005).  The lyrics in many of the 
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popular songs tend to encourage violence towards anyone who is gay.  For instance, “Boom 
bye-bye in a batty boy head”, “Log on and step on chi-chi man” are only two of the songs 
that indicate the proposed treatment of “battyman or chi-chi man” local homophobic terms. 
(Plummer 2013).  It is within this context that students operate and boys, in particular, are 
influenced to perform a version of masculinity that may oppose academic achievement. The 
culture of homophobia can thus be considered to have an impact on students´ opinions of the 




Figueroa´s theory of male privilege offers an important voice in understanding how gender 
socialisation impacts male underachievement in Jamaica. Privilege is defined as the 
advantages enjoyed by individuals based on their membership to dominant groups that have 
more access to resources and power than marginalised citizens (Bailey 1998; Sidanius and 
Pratto 2001).  His theory challenges Miller´s marginalisation theory, which suggests that 
Jamaican males have been historically marginalised. Professor Errol Miller (1991) theorised 
that Jamaican males have been marginalised, evidenced by the decline in male participation 
and performance in education and their decline in occupying the highest paying and most 
prestigious jobs, especially the white-collar jobs.  This theory is problematic and has also 
been challenged by other researchers such as Chevannes (1999) and Lindsay (2002) who 
argue that males in Jamaica are certainly not marginalised.   
 
Chevannes (1999) theorised that the main issue is that males under participate compared to 
females. He believed that men were said to be marginalised because their unemployment 
tended to be more visible.  In reality, girls are more likely to be unemployed but tend to 
remain at home rather than in the streets.  Bailey (1997) also found that men and women have 
equal access to resources and as there are no policies, legislations or types of stereotypes that 
discriminate against men, one cannot argue that they are marginalised in Jamaica.    
 
Male privilege is interconnected with hegemonic masculinity and the benefits afforded to 
men in a patriarchal society (Flood and Pease 2005).   Although privilege and advantages are 
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interconnected, not all advantages or benefits are considered positive (Bailey 1998).  Those 
who are privileged tend to be unaware of their position of privilege (Flood and Pease 2005; 
Noble and Pease 2011), a position that generally undermines gender equality and reinforces 
gendered processes (Chappell and Waylen 2013).  Hegemonic masculinity appears to be most 
honoured or privileged; it embraces characteristics of strength that are generally associated 
with men (Bjarnegård 2013).  Male privilege tends to be discussed in contrast to female 
disadvantage, but it must be noted that gay men are also excluded from these privileges 
which Connell (1987) refers to as ´patriarchal dividend. ´  
 
Being granted this privilege does not automatically guarantee success among Jamaican males.  
Figueroa´s (2004) theory, which references Jamaican men, suggests that they have 
historically occupied a privileged position which included access to more resources, power, 
and the opportunity to occupy a larger space in the society.   Nevertheless, their gender 
socialisation predisposed them to underachieve while girls continue to enrol in larger 
numbers at all levels of the education system, including tertiary (Reddock 2010; Stoet and 
Geary 2020).  The clear imbalance in male and female participation in higher education 
indicates that there are implications for adverse social and economic consequences when 
large portions of males are ill-prepared to contribute to the labour force (Stoet and Greary 
2020).   One reason for the high female participation is that they feel obligated to study to 
access employment (Seguino 2003) and they recognize that they must make greater 
investments to attain the same financial remuneration as men (McGivney 2004).  
Additionally, despite the increase in the percentage of female participation in the labour 
force, some males continue to benefit from their privilege, occupying the top positions 
(Bellony et al. 2010) in organisations in various industries.  They earn higher wages and have 
a higher rate of employment, despite lower levels of certification and enjoy the benefits of 
informal activities, some of which are often illegal (Bailey 2014).  
The foregoing challenges faced by students in the Jamaican education system have 
been supported by various intervention efforts.  Despite this, the issue of male 
underachievement persists.  There is therefore a need for new and focussed efforts to deal 




Local Perspectives and Intervention Efforts 
 
Tackling the male underachievement crisis is a brave undertaking due to its apparent 
intractable characteristic (Myatt 2018). Over the years officials and administrators in Jamaica 
have expressed concern and continue to call for innovative or fresh ways to address the crisis. 
One educator, Campbell (2013) has called for the crisis to be addressed with urgency.    
Public opinion among administrators and academics in Jamaica has expressed the need for 
more focused initiatives, arguing that the education system may be skewed against boys 
(Thompson 2017).  Former Minister of Education Ruel Reid (2015) claimed that girls are at 
an advantage as they are given more support at home. This perspective reflects a tendency to 
blame females for the disadvantages of male students (Parry 1997).  Further suggestions 
include the increase of positive male role models within the school system.  This should 
challenge the hegemonic perception of masculinity and provide benefits to all male students.  
The dominance of female teachers in the education system (Cooke 2010) has been referenced 
as a disadvantage for male students; thus, there has been a call for boys to be more included 
in forming gender policies (Campbell 2018). 
 
The perspectives on the issue vary.  Educators such as one former Jamaica Teachers´ 
Association (JTA) president appear to have accepted the essentialist view that boys and girls 
learn differently based on natural differences while others such as Donald Reece Chairman of 
the Ecumenical Education Committee argue that they have the same potential; technological 
and hands-on methods should be employed to harness the potential of male students in 
Jamaica and deter them from potential criminal participation (Francis 2015).  Further, 
administrators such as Cooke (2010) supported this position as she did not notice a distinct 
difference in male and female performance in the high school that she leads. 
 
There was a further belief that males should be exposed to ´ boy-friendly ´ curricula, there 
should be an intentional de-feminization of the system and males should be included on what 
Campbell (2013) refers to as the ´gender board´, (para. 13) to facilitate advocacy for issues 
that benefit boys. This focus on the impact of the teacher´s sex on male underperformance is 
ubiquitous in the discourse on the gender gap in education.  Campbell (2013, para.11) argued 
that ´recuperative masculinity politics´ may be the best way to address the male disadvantage.  
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However, while boys´ underachievement must be urgently addressed, his suggestion that 
privileges that were shifted to girls must be returned to boys, in no way fully addresses the 
issue of the gender gap.  Instead, the responsibility for male underachievement has been 
shifted to their female counterparts who have been villainized (Parry 1997) during a process 
that was intended to redress the perceived disadvantage of male students.  It implied that boys 
fail because girls succeed rather than exploring the possibility of a mutually beneficial 
solution. The strategies to address the gender gap must reflect that all males and all females 
are not homogenous, each group is multifaceted and indicate that social, political, 
psychological, historical and educational factors contribute to a more holistic perspective.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                      
 
Over the years there have been reforms and implementations intended to improve schooling 
in Jamaica.  Between 1997 and 2007 approximately nine projects were implemented to, 
among other things, improve the infrastructure, the quality of teaching, learning behaviour 
and improve the numeracy and literacy of students especially those in low performing 
institutions (Dye et al. 2008). Many of these were implemented at the primary level but were 
intended to address an underachievement crisis that begins at the primary school level.  The 
gap in male and female attendance in the 1980s and later in the 1990s (Bailey et al. 1996) 
inspired the need for the Primary Education Improvement Project (PEIP).  It was 
implemented to among other things, bridge this gap (Dye et al. 2008) and prepare students for 
secondary education.  
 
The deficiencies were also evident in the secondary curricula.  Bailey (2004) highlighted that 
there were issues with the inadequate provision, access, staffing and inequities in resource 
allocation: all of which impacted the quality of instruction and student learning.  The project 
Reform of Secondary Education (ROSE) was therefore implemented to increase equity, 
improve learning outcomes and the overall productivity of the students (Knight and Rapley 
2007).  The justification for this curriculum was that it would provide equitable access to all 
students in grades seven to nine (7-9) and included a career education that would aid in 
preparing them for a labour market that is in many cases inequitable.  Furthermore, in 2015 
the Ministry of Education began training about forty (40) trainers who would in turn train 
classroom teachers in the differences in how boys and girls learn and the strategies that may 
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be implemented to address the differences in their academic performance, so they can 
implement strategies that are intended to close the gender gap (Thompson 2017).  
 
Underachievement in the grade four literacy test, Grade Six Achievement Test (GSAT) 
renamed Primary Exit Profile (PEP) and the Caribbean Secondary Examination Certificate 
(CSEC), which is the focus of this study, inspired further transformative initiatives such as 
the Task Force on Educational Reform (Davis via UNESCO 2004; Dye et al. 2008).  Its focus 
was on the establishment of a learner-centred environment that is both equitable and 
accessible to students up to grade eleven (Jamaica Ministry of Education 2014).  
Additionally, the Program of Advancement Through Health and Education (PATH) was 
established in 2002 and remains in existence until the present. This program is intended to 
provide educational access to the most vulnerable who would otherwise be unable to attend 
school regularly.  This indicates that Jamaica recognizes the importance of education to its 
national economic goals (World Bank 2015).  However, many of the projects that were 
commissioned and implemented towards improved academic performance do not specifically 
target male underachievement (Vision 2030 Jamaica 2009).  
 
Several other strategies were also geared towards the overall development of the education 
system. These strategies focused mainly on providing support for teachers through training 
and licensing, professional development, and management training. There is an effort to 
provide students with greater access to courses, infrastructure improvement to increase access 
as well as provide students with increased course access and reduction in institutions that 
continue to operate a shift system (World Bank 2015; Ministry of Education. 2016c). 
 
One initiative, Expanding Educational Horizons (EEH) targeted sex, and male students 
specifically.  The objective of the project was to address male underachievement.  Dye et al 
(2008) stated that both the Gender specialist and participants found that the program had 
inadequate resources and there was a failure to explain the strategies needed for student 
improvement.  The project, however, resulted in the creation of single-sex classrooms in three 
coeducational schools, increased employment of male teachers as well as, the establishment 
of male mentorship programs. 
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Finally, there has also been a trial of what was dubbed ´Advancing the Education of Boys´ 
2013 project which was piloted in Jamaica but was intended to later be implemented in three 
other Caribbean countries. This project was a broad initiative established to mainly focus on 
addressing school leadership and intervention strategies that would address the educational 
needs of boys.   The general objective was to implement intervention strategies in one all-
boys school and twelve (12) coeducational high schools.  They hoped that these strategies 
would enable underperforming male students to improve their academic performance and, in 
this regard, address their cognitive and affective needs. (Jamaica MOEY and JIS 2013; 
Smith-Edwards 2013).  This promising project was however short-lived as by 2015 it came to 
an end when it failed to receive continued Commonwealth funding. 
 
In sum, after the implementation of several projects over the years, parity remains elusive and 
female academic dominance persists, eliciting the concern of educational policy analysts for 




This chapter has articulated details of the local context of this study.  It has painted a picture 
of the setting within which the participants operate and has also provided a cultural 
representation of what influences the participants in the study.  The research context has 
provided the lens through which the literature, research methods and the findings of this 
study may be viewed.  By providing this foundation for the study, the audience is better able 












The body of literature on male´ underachievement, indicates a trend that does not only point 
to male academic underachievement but also male under participation.  This has resulted in 
what is referred to in the literature as a ´moral panic´.  ´Moral panic´ is a concept that was 
first used by Stanley Cohen in his 1972 edition of Folk Devils and Moral Panics to refer to 
the ´irrational´ fear that a group, in this case, underachieving males, are somehow a threat to 
the values and interests of the society (Cohen 2002).  This perceived male disadvantage has 
been perpetuated by the news media, policymakers, and society in general even as it was 
criticised in other parts of the literature (Figueroa 2004; Flood and Pease 2005).  Given these 
varied perspectives in the literature, there appears to be a demand for a shift in the 
pedagogical strategies employed in educating male students (Clarke 2005; Jha and Kelleher 
2006; Faria et al. 2012; Jha and Pouezevara 2016; The Commonwealth Education Hub 2017). 
 
Single-sex instruction has been explored as a possible solution to male underachievement 
(Parry 2000; Anfara and Martens 2008; Sullivan et al. 2010; Pahlke and Hyde 2016) at all 
levels of the education system (Mael et al. 2005 and O´Donoghue 2018).  Studies on single-
sex education span various research contexts such as the United Kingdom, United States, 
Canada, Switzerland, Australia, Asia, Latin America, and the Caribbean (Mulholland et al. 
2004; Eisenkopf et al. 2011; Jackson 2012; Blair 2013; Hahn et al. 2014; Dustmann et al. 
2018) and have indicated that this type of instruction is offered both in private and public 
institutions.  Despite the extensive research findings that suggested that single-sex education 
may offer academic benefits to both male and female students, there is also the contrasting 
perspective that reminds us that simply changing the school or class type from coeducational 
to single-sex does not result in academic improvement (Smithers and Robinson 2006; Anfara 
and Martens 2008; Heinesen 2010, cited in Blair 2013) nor do all reforms lead to academic 
gains (Halpern et al. 2011). The required gains are believed to require further consideration of 
the quality of the training received by teachers (Jacobs and Leach 2011), the nature of the 
learning environment (Blair 2011), its ability to meet the needs of the students (Rambla et al. 
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2008) the socio-economic status of the parents, and the ability of the students (Smithers and 
Robinson 2006).  
 
Among the viewpoints on single-sex schooling, are researchers who argue that students´ 
exposure to single-sex instruction mitigates the imbalance in male-female academic 
performance (Lee et al. 2014), that there are greater academic gains for female students 
(Evans 2002; Mulholland et al. 2004; Belcher et al. 2006; Gibb et al 2008;  Helpern et al. 
2011; Blair 2013; Lee et al 2014; Pahlke and Hyde 2016;  Dustmann et al. 2018; Kocak 
2020), some argue that there are greater benefits for male students (Booth and Nolen 2009; 
Greig 2011; Hahn et al 2014; Jackson 2012 & 2016; O´Donoghue 2018; Erdoğdu 2020) 
while others have argued that there is no difference in its effect on male or female 
achievement (Anfara and Mertens 2008). Other perceptions of the effects of single-sex 
education are said to range from its impact on students´ academic self-concept which refers to 
their perception of their academic abilities (Belcher et al. 2006; Ordaz-Villegas 2013; Sari 
2017, PISA In Focus 2015) to how it addresses students´ specific learning needs (Gurian 
2010; Bristol 2015).  Furthermore, the literature indicates that differences in the findings do 
not only vary based on the research context but also based on characteristics that are 
controlled for.  These variations in research findings on single-sex instruction indicate that 
there are conflicts in the literature.  In other words, there is no conclusive evidence about who 
benefits and what those benefits are.   
 
The purpose of this chapter is to engage with the literature that considers the benefits of 
single-sex schooling in general, as well as its benefits as a strategy to address male 
underachievement.  Firstly, the chapter begins with a brief review of the literature on the 
perception of coeducational instruction. This discussion is important as it describes the 
context in which the disparities that inspire sex segregation have flourished. Here there is a 
focus on the issues that are believed to impede male academic performance within the 
coeducational environment.  Secondly, there is an exploration of the performance gap 
between male and female students that exists in the coeducational environment.  Thirdly, the 
factors that are said to impact gendered education are articulated.  In this section, there is a 
review of the literature that examines the role played by the school, the teacher´s sex and 
other factors which include the differing learning styles and academic self-concept of the 
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students.  By examining these issues that surround sex-segregated education within a 
coeducational environment, a foundation is created for engagement with extant literature on 
single-sex instruction as a possible solution for academic underachievement.  Fourthly, there 
is engagement with literature on the dominant discourses that frame the concept of male 
underachievement. In this section, there is a review of the findings from international studies 
on single-sex instruction followed by the benefits and drawbacks of this method of 
instruction with a specific focus on research conducted in various research contexts. The 
section will illuminate the contested nature of the research findings as I explore the 
perspectives on who benefits, as well as the cognitive and non-cognitive effects of single-sex 
instruction as it is presented in the literature.  Finally, I will focus on the literature that makes 
a case for single-sex education as a beneficial strategy for male academic achievement.  After 
exploring the arguments that represent decades of interrogating this strategy, I have to 
conclude that the strategy has shown significant effects in some contexts and has not proven 
to be beneficial for the global ´boy trouble´.  
 
The Coeducational Debate 
  
 The views in the literature on coeducational schooling vary from country to country and in 
some cases, they are impacted by people´s religious or political experiences (Sari 2017) or 
the socio-political context in which they operate (Parry 2000; Park 2018). The genesis of 
coeducational schooling varies, and in some cases, varying perspectives on its establishment 
have been offered.  For instance, coeducation has been a part of the school system in the 
United States, since the early nineteenth century and was initially viewed by outsiders with 
scepticism.  Despite this scepticism, it was thought that girls gained greater opportunities in 
the mixed environment (Rogers 2016).  Coeducation became widespread later in Europe.  
After World War 11, many nations such as France (Roger 2020) and Poland (Dormus 2019) 
established some level of coeducational education (Eurydice 2010 and 2012) with its main 
objective being to provide equal access to education for boys and girls and to foster some 
level of gender equality.  Other places such as Australia (Wills et al. 2006) and the Caribbean 
have also had a long history of coeducation.  Jamaica, in particular, started the secondary 
school system with a single-sex school, but the other four institutions that were established 
afterwards were coeducational.  These schools were established at the bequest of colonial 
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bureaucrats to educate the sons of colonial masters.  However, later, various denominations 
took the reins, facilitating greater access to schooling for male and female students including 
whites, free blacks, and brown people (Mordecai and Mordecai 2001).    
 
Coeducational schooling is the predominant form of schooling in the Caribbean.  In Jamaica, 
primary schools and most secondary schools educate boys and girls together, and this 
structure has been illuminating the stark differences in both the participation and performance 
of the sexes that have occupied a central place in the Caribbean education discourse (Evans 
2002). A lot of research has been done in this area, but the findings have been contradictory 
and inconclusive (Parry 2000; Aragonés-González et al. 2020) fluctuating between female 
advantage and male advantage, depending on the research context (LePore and Warren 1997; 
Mahony 2012; Sari 2017; Marsh 1989 cited in Koniewski and Hawrot 2021).  One of the 
criticisms of the coeducational environment is its susceptibility to gender intensification. This 
term was first used by Hill and Lynch (1983) to indicate that adolescent boys and girls tend to 
experience pressure to conform to culturally sanctioned gender roles. (Priess et al. 2009).  
They spend more time thinking about themselves in gendered ways and are influenced by 
others who make gender-typed demands of them. (Sravanti and Sagar Kommu 2020).  This 
perspective is however challenged by researchers such as Karpiak et al. (2007) and Jackson 
(2002) who found no differences between gender roles in single-sex and coeducational 
schools. 
 
Further, the coeducational environment, in some cases, is presented as uniquely challenging 
to female students.  Mahony (2012) describes it as socially and academically damaging to 
girls who are sometimes verbally abused and sexually harassed by boys who tend to distract 
their female counterparts with their louder, more boisterous behaviour (Greig 2011) in the 
coeducational environment. It impacts their achievement, self-esteem, and subject choice.  
These ideas must be discussed with caution as there is a growing body of literature that 
challenges whether coeducational learning reinforces the gender gap in subject choice 
(Sullivan, Joshi, and Leonard 2010; Halpern et al. 2011; Schneeweis and Zweimuller 2012; 




The co-educational learning environment is described as less competitive for the girls in the 
study conducted by Robinson and Smithers (1999) in which they argue that many boys do not 
work hard enough.  Further, in this environment, there tends to be underachievement in 
subject areas such as math and science, an absence from positions of authority and in some 
cases an increase in gender-stereotyping among female students (Burgess 1990).  Proponents 
of single-sex education claim that girls are timider in a coeducational environment. They are 
less likely to participate in class discussions and display decreased self-confidence. (Saygili 
2012, cited in Sari 2017).   
 
The coeducational environment is also presented as excellent training for male students to 
assert dominance while girls are said to develop resistance strategies. (Mahoney 1988, cited 
in Leo-Rhynie and Pencle 2002).  This perspective furthers the view that a coeducational 
environment perpetuates gender-role stereotypes (Jha and Kelleher 2006) and other 
stereotypes in terms of subject choice (Smyth 2010; Favara 2012) rather than being a site 
where students learn to develop positive attitudes towards each other and work together 
(Atherton 1972 and Hale 1929, cited in Anfara and Mertens 2008; Fabes et al. 2018).   
 
The perceived disadvantages of coeducational learning are probably most evident in the 
proposition for the increase in students access to single-sex instruction. Studies on single-sex 
versus coeducational institutions have largely focussed on academic performance 
(Mulholland et al. 2004; George 2012; Hahn et al. 2014; Garcia-Garcia and Vasquez 2016; 
Spencer-Ernandez and George 2016; Pahlke and Hyde 2016; Dustmann et al. 2018).  The 
studies that have looked at student performance and school types (Parry 2000; Mael et al. 
2005; George 2012; Pahlke et al. 2014; Pahlke and Hyde 2016; Okafor and Mokwelu 2018) 
have yielded conflicting results, indicating that the findings in this area cannot be 
unquestionably accepted (Harker 2000). One can however argue that the merit in the 
perceived superiority of single-sex instruction lies in some of them being highly selective, 
often private institutions that recruit students from higher socio-economic backgrounds 
(Thomas 1996, cited in Robinson and Smither 1999; Koniewski and Hawrot 2021).  The 
differences between the school types in the Caribbean and Jamaica, in particular, are not 
always based on whether they are single-sex or coeducational.  Instead, the differences are 
largely based on whether they are traditional grammar schools that host students who attain 
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high test scores in their grade six exit exams and non-traditional schools that host students 
who attain lower test scores. (Evans 2000; Stockfelt 2016). 
 
Amidst the shortcomings highlighted, the question remains whether a case can be made for 
coeducation. Proponents of coeducational education argue that it is a normal environment 
that prepares students for the outside world (Robinson and Smithers 1999), and it provides an 
environment in which boys and girls can exchange views (Robinson and Smithers 1999). 
Studies conducted in Barbados, suggest that coeducation is popular among male students and 
is described as possessing the advantage of preparing students for future occupational and 
interpersonal roles. (Payne and Newton 1990).  Although the forgoing perspectives are dated, 
they seem to compare to contemporary perspectives in the literature that suggest that this 
environment facilitates socialization, unlike the single-sex environment which they regarded 
as violent, especially all-boys schools (Dormus 2019).  The divided theories on coeducation 
challenge this perspective, suggesting that while girls are at risk of sexual violence, boys who 
are often the perpetrators, are sometimes impacted by physical violence and bullying.  This 
does not mean girls do not participate in these activities.  They are thought to exhibit more 
verbal and psychological forms of violence. (Pinheiro 2006). 
 
The literature also indicates that there is no uniformity in the effects of the coeducational 
environment and single-sex environment on students´ achievement.  Pahlke et al. (2014) 
conducted a meta-analysis that included data from 184 countries and found superior 
performance on the part of boys and girls in single-sex schools, yet when they controlled for 
random assignments in mathematics, there were no significant effects for students in single-
sex or coeducational schools.  Similarly, Campbell and Sanders (2002) cited studies 
conducted in the United States, Australia and Great Britain that found no difference in math 
or science performance based on school or class type (Wood et al. 1997). Leder and Forgasz 
(2020) found short term gains in favour of girls, Carrington (1993) found no difference 
between the school types in Barbados, a comparison which doesn´t seem fair since there is 
only one all boys and one all-girls school remaining to be compared to all other institutions 
on the island. Additionally, George (2012) found no difference in math achievement in 
Antigua based on school types and Garcia-Garcia and Vasquez (2015) found no difference in 
the performance of boys from single-sex and mixed classes in Catalonia but found a slight 
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difference in the performance of girls when scores for foreign languages were considered.  
The conflicts in the findings may have been impacted by the period in which the studies were 
conducted, the country context or characteristics controlled for, but that is arguable.  What is 
not arguable is the greater preoccupation with single-sex schooling as a strategy to correct the 
issues that are regarded as persistent in the coeducational environment. 
  
Finally, while the literature is not as preoccupied with coeducational schooling as it is with 
single-sex education, the perceived shortcomings of coeducation are illuminated to strengthen 
the case for new pedagogical approaches, especially for teaching boys. The gap in sex 
performance is impacted by the socialisation practices on the school site which further 
impacts students´ academic self-concept and subject choice.  Furthermore, in some cases, it 
fails to address the variegated learning styles.  It is these issues that have led to the perception 
in some parts of the literature that single-sex schooling may be worth pursuing as a strategy 
for academic improvement. 
 
The Gap in Students´ Performance  
 
The Role of the School 
 
The literature has shown that the school is more than a site for the dissemination of academic 
knowledge.  It is also said to play a central role in gender socialisation (Eckart and Tracy 
1992; Kangethe et al. 2014; Molla 2016).  This is a particularly important role in the students´ 
educational experience as it aids in identity formation. The role of the school is magnified in 
the study because of the vast amount of time children spend in school (Klein et al. 2007).  
Chapter two has provided details that indicate that the school occupies an important position 
in disseminating stereotypical behaviour. This behaviour is sometimes modelled by teachers 
who in some cases further facilitate gender biases in the school environment by assigning 
stereotypic labels and organising the students based on the same principles (Bigler et al. 




In executing its responsibility, the school has been presented as restrictive and 
unaccommodating of the needs of male students in the Jamaican context (Figueroa 1996 and 
2000).  Although teachers may attempt to meet the needs of these male students, the teachers 
are often influenced by their knowledge of what it means to be a ´boy´ or a ´girl´ (MSI 
Equate 2005; Bristol 2015).  Teachers often have specific, stereotypical expectations of male 
students (Figueroa 1998 and 2010; Chevannes 1999 and 2001) and Jamaican teachers, for 
instance, have been found to often portray low expectations of both the behaviour and 
academic performance of their male students (Jha and Kelleher 2006), resulting in the 
continuous display of traditional masculinity by these male students (Figueroa 2000).  The 
idiosyncrasies of the male students tend to be less accepted as they are believed to result in 
less conforming behaviour (Figueroa 2000) which often leads to disproportional disciplinary 
measures being meted out to them (Husband 2012).  Additionally, boys are then ´forced´ to 
adapt to a school system which is presented in the literature as being better able to respond to 
the needs of female students who tend to enter school already equipped with the skills needed 
in the classroom such as the ability to sit still and follow instructions (Leo-Rhynie and Pencle 
2000; Figueroa 2000; Bailey 2004).    
 
The Impact of the Teacher´s Sex 
 
In addition to playing an integral role in students’ learning, teachers have also been 
associated with the differential educational achievement of their male and female students 
(Bassi et al. 2018).  Some researchers have blamed the gap in academic performance on the 
prevalence of female teachers (Kelleher 2011; Moreau 2019; Skelton 2002; Carrington and 
McPhee 2008; Ramsook et al. 2016; Moreau 2019) while other researchers such as 
proponents of ´recuperative masculinity´ (Lingard and Douglas 1999) have argued that many 
boys do not have a father or other positive male figure in their lives and could benefit from a 
teacher of the same sex. Furthermore, male underachievement is believed to be impacted by 
teachers being more attentive to their female students and less accommodating of boys, 
whose academic disadvantage in areas such as English is exacerbated by their perception that 
English is a ´feminine´ subject (Mitchell 2004, cited in Watson and Kehler 2012). The 
argument that female teachers in some way have a deleterious effect on boys´ schooling, fails 
to recognise the decades of male dominance of education under the tutelage of female 
teachers.  It must also be noted that aspects of the literature highlight contrasting perspectives 
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although this is tinged with negative.  Male students are presented as recipients of more 
attention from their teachers. According to Sadker and Sadker (1994), a few popular boys in 
the class often demand most of the teacher's attention by shouting responses while others gain 
more negative attention because of their disruptive behaviour. Additionally, high achieving 
boys and boys in mathematics class tend to receive more attention than females, and low 
achieving boys have been found to receive the least attention from their teachers (Bağ et al. 
2014; Zakkamaris and Balash 2017).    
 
Additionally, proponents of the argument that the sex of the teacher has an impact on student 
achievement have criticised female teachers for presumably being incapable of adequately 
inspiring male students as they are said to be unable to act as effective role models (Jha 2012) 
or of handling male disciplinary issues which are believed to impact male underachievement 
(West 2002).  This perspective of matching teachers to students of the same sex has been 
corroborated by researchers such as Muralidharan and Sheth (2016) and Francis (2008) who 
found that female teachers worked more effectively with female students and male teachers 
with male students.  These perspectives have also been challenged by researchers who have 
argued that more male teachers are required to act as role models for boys, mainly because 
many boys lack a father figure in the household and because it is felt that men understand 
boys more than their female counterparts do (Faulstich-Wieland 2013).   Opinions on the 
importance of this type of relationship seemed positive in some instances.  For instance, in 
one study that was conducted in Australia schoolboys were said to value the influence of their 
male teachers (West 2002) while a study that was conducted in Trinidad and Tobago found 
that the male teachers had a positive perception of their position as role models in education 
(Joseph 2016).   
 
Although many researchers and policymakers have suggested that one of the solutions to 
male underachievement is to increase the number of male teachers, who may then become 
role models for these boys (West 2002; Watson et al 2010;  Joseph 2016), they tend to focus 
on the stereotypical view of males as disciplinarians and ignore the possibility that many of 
these male teachers also regard “traditional ´macho´ or ´laddish´ behaviour” (Skelton 2002 
p.78) as cool. Based on the literature there is certainly no conclusive evidence on the effects 
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of recruiting large numbers of male teachers (Skelton 2003; Majzub and Rais 2010, Martino 
2008; Malaby and Ramsay 2011).                                                                                                                                                                                                                                                                                                                                         
 
Many female teachers agree that while there is a role for male teachers in the lives of male 
students, female teachers also have an important role and are also role models for both male 
and female students (Jha 2012; Ramsook et al. 2016).  Their argument rejects the criticism 
that female teachers are not disciplinarians and they need to adopt more masculine, 
authoritative characteristics (Norman 2013; Blom, Abrell and Wilson 2011, cited in Ramsook 
2016; LaFountaine and Kamphoff  2016).  It must however be acknowledged that studies that 
make these assertions tend to focus on females interacting with boys in male-dominated 
settings such as in sports. 
 
 Further, there are many perspectives on the impact of female teachers in the coeducational 
classroom, suggesting that more male teachers are to be found in the all-boys setting.  While 
this may be so, feminisation of the teaching profession appears to be in various school types 
and the literature does not conclusively display a pernicious effect on all boys who perform 
or who operate in this system.  This raises questions about whether the focus on the teachers´ 
sex has facilitated inadequate exploration of other factors such as the teacher´s qualifications 
and his or her ability to engage students, especially in a single-sex environment that 
facilitates more targeted teaching and learning (Lingard et al. 1999; Martina et al. 2005) as 
well as the general learning environment.  
 
Differential Learning Styles 
 
Differential learning styles have also been explored in the literature for their impact on male 
academic underachievement.  Studies in differential learning styles are no longer restricted to 
psychology or medicine but have been expanded to include other areas such as management 
and education (Yemane et al. 2017).  Learning styles refer to how and the conditions under 
which individuals understand, process, and recall information (Youcef 2016).  Students have 
varying learning styles and Felder and Henriques (1995) have found these styles to be closely 
aligned to the variegated teaching strategies employed by teachers. It has also been argued 
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that if these styles are accommodated, they could result in improved male academic 
performance (Yemane et al. 2017).  
   
The essentialist theory is one theory that has been explored in the literature; that advocates 
for differential teaching strategies to address biological differences between male and female 
students.   The theory has been challenged for its focus on brain differences which Halpern et 
al. (2011) regard as not only unsubstantiated but have argued that the theory presents 
misinformation regarding neuro-behavioural science. Although the theory is flawed, it is 
necessary to briefly explore an existing, and in some circles, an important perspective in the 
body of literature.  Some researchers have argued that the essentialists´ perspectives, are not 
only weak and unwarranted but are simply a method used to drive the establishment of 
single-sex schools (Eliot 2009 and 2011; Fine and Duke 2015; Sherwin 2015).  This criticism 
responds to the essentialist perspective which suggests that there are fixed and innate 
cognitive differences between male and female students (Gelman and Taylor 2000; Gelman 
2005).  Based on this view, the brain is ´hardwired´ to learn in a specific way and the specific 
biological difference is argued to require sex segregated classrooms as coeducation only 
benefits female students (Sax 2005 and 2008).  The issue with this latter statement is that it 
presents males and females as homogenous groups, with no ability to influence how they 
learn.  It must be considered that all boys are not the same, many of them are doing well 
while others underperform for a variety of reasons. Furthermore, there are differences within 
sexes, and there are gender differences that result from the social factors that influence 
gender construction. Therefore, the essentialist perspective is incapable of fully encapsulating 
the differences between all male and female students (Figueroa 2010). 
 
Learning differences have also been explored in other parts of the literature which indicate 
that researchers have continued to argue, for instance, that students learn by being involved in 
the learning process.  Their intelligence is based on their experience rather than on being 
innate (Teixeira 2001, cited in Cavas and McCloughlin 2009). To ensure improved academic 
outcomes, these experiences are expected to be supported by appropriate teaching strategies 
employed by the instructors to match the learning styles of the students (Chen et al. 2014).   
According to Elliot (2011), the learning styles may be categorised into three distinct types: 
visual, auditory and kinesthetic learners.  Although these are presented as a general reference 
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to male and female students, Elliot has concluded that these learning needs may be best 
addressed in a single sex rather than a coeducational environment (Gibb et al. 2008; Pahlke 
and Hyde 2016). The suggestion is that the learning environment that is ideal for boys may 
not meet the needs of girls (Sax 2005); thus, instructors are required to create a more sex-
responsive environment in which teaching strategies are adapted to meet the differential 
learning needs or learning interests of male and female students (Hughes 2006, Watson et al. 
2010). Boys are believed to require teaching strategies that accommodate their need for 
movement (Gurrian and Ballew 2003) and space which could result in the reduction of 
aggressive or inappropriate behaviour (Bonomo 2010).  Given the current global demand for 
new boy-friendly pedagogical strategies, separating male and female students, and utilising 
specific teaching strategies may be an important strategy that teachers can employ. 
(Mulholland et al. 2004; Martino et al. 2005; Bristol 2015).   
 
Another important perspective on gendered learning styles is expressed by those who 
generally challenge the learning style theory.  Kirschner (2017) called for a general halt to the 
propagation of learning style theories because he claims that there is a difference between 
how persons prefer to learn and what leads to efficient learning and by focussing on these 
differing styles, distinct groups are created.   Further, controversies surround the theory 
because it is said to have failed to lead to academic attainment (Mayer and Massa 2003 and 
2006; Price 2004; Pashler et al. 2008) and although there are many ways to test learning 
styles, proponents of the theory have failed to provide evidence that indicates that teaching 
students according to the assigned categories aid in improved learning (Newton and Miah 
2017; Rohrer and Pashler 2012).  Instead of focussing on learning styles, educators probably 




Academic self-concept also occupies an important role in the discussion on differences in 
male and female academic performance. Its importance lies in the fact that it occurs within a 
wide context that considers students´ varying environmental experiences which either 
negatively or positively impact academic success and ultimately their academic self-concept 
(Jenkins and Demaray 2015; Folastri et al. 2017).  Academic self-concept refers to a student’s 
63 
 
belief in their ability to learn and to participate in school-related tasks (Shavelson et al. 1976; 
Sullivan 2009; Wilson et al. 2014;).  As students develop their academic self-concept, they 
learn to distinguish between their capacity to learn and understand in general and their ability 
to perform in school.  Researchers such as Dijkstra et al. (2008), Marsh (2008) and Wilson et 
al. (2014), have explored the possible origins from which students´ academic self-concept is 
derived.  They argue that it is derived from social comparisons which involve students 
comparing their academic ability to that of their peers while others compare their ideas or 
opinions.  For other students, it is derived from the rigour of the course content. Students who 
engage in these comparisons arguably have higher academic self-concepts, while those who 
are placed in academically competitive groups, tend to suffer a decline in their academic self-
concept as their performance may decline in a highly challenging environment.  Additionally, 
a student´s academic ability is said to be connected to his or her academic self-concept 
(Marsh 2008).  Students who have a history of attaining academic success, tend to have a 
higher academic self-concept (Marsh et al. 1999; Marsh 2011; Grygiel et al. 2017). 
 
Self-concept has also been shown in the literature to be of great importance in student 
academic achievement (Camprara et al. 2008). The formulation of this academic self-concept 
often involves students incorporating gender stereotypes into their self-concept (Marsh and 
Yeung 1998; Wolter and Hannover 2016; Veas et al. 2016) which indicates the significance 
of the gender socialization process in academic achievement (Sinclair et al. 2019).  Gender 
stereotypes are biased expectations that affect how males and females feel about themselves 
(Schneider 2004). For instance, girls are said to display a positive self-concept based on the 
social belief that girls are better at reading and language tasks (Retelsdorf et al. 2015) while 
boys are said to be convinced of their skills in mathematics (Tobin et al. 2010; Wolter and 
Hannover 2016). The literature generally revealed that male students tend to have a higher 
academic self-concept than their female counterparts. Female students often have a lower 
belief in their ability and expectancy that they will succeed in subjects such as physics or 
mathematics (Guo et al. 2015; Folastri et al. 2017; Jugović 2017).  In looking at the effect of 
stereotypes on academic self-concept, it is important to note the age of the students who are 
impacted.  Some of the literature appears to indicate that as children get older, they are more 
likely to endorse these traditional stereotypes (McKown and Weinstein 2003; Martinot et al. 
2012) which tend to influence subject choice. 
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Others such as Sullivan (2009) found that single-sex schooling positively impacts students´ 
self-esteem, self-concept and motivates them to participate in sex atypical subjects compared 
to in coeducational institution where there is greater pressure to conform to gender 
stereotypes (Marsh and Yeung 1998; Jackson and Smith 2000; Shapka and Keating 2003). In 
this environment, girls are said to be more focussed and capable of completing tasks on time 
as they are away from the distraction of their male counterparts (Streitmatter 1998; Hughes 
2006-7).  Furthermore, they have the confidence to pose and answer questions without being 
impeded by boys (Evans 2002).   
 
Like other parts of the literature, the benefits of single-sex schooling in improving academic 
self-concept are in some ways contested.   On the one hand, Stannard (2018) found that 
single-sex schooling closes the achievement gap and accommodates the preferences of 
students.  On the other hand, Law and Sikora (2020) found that students in a single-sex 
environment, do not have a higher self-concept in mathematics than their counterparts in the 
coeducational schools nor do they significantly outperform them.  Furthermore, they found 
no difference in the career expectations of students in the single-sex environment compared 
to those in the coeducational schools.   
 
A similar observation was made in a South Korean study, where boys and girls did not show 
any great difference in their performance in Maths and English: however, interestingly, 
although more boys enrolled in science classes, girls were more likely to enrol for 
Mathematics and other science subjects in the coeducational environment than in the single-
sex schools (Park 2018).  The contrasting findings indicate the complexities involved in 
finding the right solution to problems in schooling and demands a consideration that the 
research context influences the findings; thus, the benefits of each school type must be 
examined based on the context within which it operates. 
 
Gender Differences in Subject Choice     
 
The forgoing in highlighting the lower academic self-concept especially in specific subject 
areas prepares us for the literature that indicates that although women have made significant 
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progress in reversing the gender gap in education (Brenøe and Zölitz 2019), female students 
continue to be under-represented in Science Technology Engineering and Mathematics 
(STEM) (Guiso et al. 2008; Legewie and Diprete 2014; Else Quest et al. 2010, cited in 
Eisenkopf et al. 2015; Park et al. 2018).   Much of the research on the gender gap in subject 
choice has focussed on female under-participation in Science Technology, Engineering and 
Mathematics (STEM), but there are also varying perspectives on male under-participation in 
non-science areas (Park 2018). The literature on the gender gap in participation in STEM 
indicates an imbalance in specific fields in STEM.  For instance, the male-female ratio among 
college students in the United States in the fields of Biology, Chemistry and Mathematics is 
now 1 to 1 while it was found to be 4 to 1 in the fields of Physics, Engineering and Computer 
Science (Cheryan et al. 2017; Cimpian et al 2020).  Furthermore, the girls who earn degrees 
in these areas earn more than their female counterparts in non-STEM areas, but many choose 
to work in education or healthcare rather than in a STEM occupation (Beede et al. 2011).   
 
There has also been a similar trend in Jamaica.  According to UNESCO (2020), Jamaica has 
not yet decided on a definition for STEM.  Although girls have been making strides in 
academic achievement and groups such as Women in Engineering have been established on 
the campus of the University of Technology there have been calls for more women to enter 
STEM (Jamaica Observer 2019).  Both the Minister of Culture, Gender, Entertainment and 
Sport (Jamaica Observer 2018) and the Minister of Technology (Jamaica Observer 2019) 
stated that in 2016 only 10 per cent of the students enrolled in Engineering at the University 
of the West Indies were women and 18 per cent were enrolled at the University of 
Technology. This indicates a need for greater female participation although the Minister of 
Technology claimed that when women enter this field, the attrition rate tends to be high.  
Despite all of this, it must be acknowledged that in some cases, the decision to focus on non-
STEM fields of study is based on the student’s decision to focus on what they feel they are 
good at, rather than on an area that will help them to succeed (March and Hau 2004).  
 
In recent decades, significant value has been placed on STEM due to its impact on economic 
growth (Mumford and Smith 2007; Birch et al. 2009); consequently, there is a need for 
greater female participation in STEM in secondary schools, as well as in degree programs at 
the university level (Birch et al. 2009; President´s Council of Advisors on Science and 
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Technology 2012, cited in Park et al. 2018).  In this regard, there has been some 
improvement, although there is still a significant gap between male and female participation 
in science (Park et al. 2012).  For instance, in 2013 about 58 per cent of the STEM degrees in 
OECD countries and Australia, were earned by women, less than 30 per cent in engineering 
and less than 20 per cent in computer science (OECD 2013). Further, supporting data in other 
literature, indicates that female participation in Biology yielded 53 per cent Phds, 29 per cent 
in Mathematics and 32 per cent in the physical sciences (Penner and Willer 2019).  Females 
have been found to study biology in larger numbers (Park 2018) than any other science 
subject.  Additionally, according to a study conducted in the United States by Eddy et al. 
(2014), a large percentage (60%) of those studying biology at the undergraduate level were 
females but fewer females pursue the subject after this level of study. 
 
The literature has not been clear in depicting the reasons for these gender differences in 
subject choice.  There have been some contrasting explanations provided regarding the 
reasons for the differences in subject choice.  Firstly, girls are influenced by external 
socialization factors such as parents and teachers who do not encourage them to participate in 
STEM (Reinking and Martin 2018).  Brenøe and Zölitz (2019) found that peers also have a 
significant influence on female students´ subject choice while boys, although influenced by 
gender stereotypes as well, are less likely to make choices based on their peers.  Girls are said 
to be less confident in their maths abilities (Sax et al. 2015) and the physical sciences in 
general (OECD 2010; Eccles 2011); they also have other options in areas dominated by 
females (Bredea and Nap 2019), they place value on areas that facilitate work-life balance 
(Diekman et al.2016), and in some cases, they have different career goals (Morgan et al. 
2013).  Other researchers have suggested that there are no clear reasons for gendered 
differences in the interests displayed nor in the reasons for these differences being maintained 
(Maltese and Cooper 2017; Brenøe and Zölitz 2019).  It is however clear that female ability 
has not been highlighted as a reason for the gender difference in STEM (Kahn and Ginther 
2017; Kollmayer et al. 2018).  Understanding the causes of the imbalance in gender 
participation in STEM and finding solutions to the issue are important as the continued 
under-participation of women in STEM perpetuates the gender wage gap that exists 
worldwide (Beede et al. 2011; Blau and Kahn 2017; Card and Payne 2021).  It also results in 
a loss of talent and reduction in productivity as many competent female students shy away 
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from STEM career fields (Weinberger 1999, Carnevale et al. 2011 cited in Breda and Napp 
2019).  
 
Additionally, the Programme for International Student Assessment (PISA) studied OECD 
nations and found that both high and low achieving girls have a lower academic self-
confidence in mathematics than boys.  They tend to perform well on tasks that are like those 
they had encountered in school but failed when they are required to think like scientists 
(Parker, Parker and Van Zanden 2018).  These broad perspectives on the female 
psychological approach to science are largely stereotypical and fail to encompass a possible 
array of explanations for the female students, such as explanations that involve the role of the 
teachers, society, the selection processes employed (Eisenkopf 2015) and the students 
themselves in their perception of STEM.  
 
There has also been a suggestion that single-sex institutions can operate as a site where the 
subject choice imbalance especially for girls and academic performance for boys can be 
addressed. The establishment of single-sex instruction is believed to counteract the 
stereotypes that impact students´ subject choice (Law and Sikora 2020) in schools. In this 
environment, girls are more confident and more likely to participate in and perform well in 
areas such as maths, chemistry, and physics (Gibb et al. 2008; Panizzon et al. 2018; Cools et 
al. 2019).  This type of school is believed to promote gender equality and it encourages both 
boys and girls to pursue gender-atypical subject areas and girls, may be exposed to many 
females who teach STEM; an exposure that can provide necessary role models and encourage 
female students´ participation in science (Riordan 2015, cited in Law and Sikora 2020).  
Further, it reduces competition between male and female students, as well as gender role 
expectations by reducing the pressure placed on students to participate in traditional subject 
areas (Watson 1997; Cherney and Campbell 2011).  Additionally, Hughes (2006-7) whose 
study focussed on the United States, suggested that many of the issues in education can be 
addressed if parents are given the option of single-sex instruction in public schools, rather 




This position on these perceived benefits of single-sex instruction has been challenged by the 
expectancy-value theory which suggests that regardless of the school type, women tend to 
dominate life sciences but under-participate in the physical sciences (Justman and Mendez 
2018; Law and Sikora 2020). This is evident in studies conducted in places such as Kenya 
(OECD 2017; N´gangá et al 2018; Hermann and Kopasz 2019), Australia (Law and Sikora 
2020) and Netherlands (van der Vleuten 2016).  On the other hand, boys tend to gravitate 
towards the physical sciences, normally with a greater level of confidence, that may be due to 
the stereotypical perception that STEM is the male domain, a perspective internalised by boys 
who tend to persevere in these subject areas (Marsh et al. 2019), even in instances when they 
produce sub-optimal results (Penner and Willer 2019).     
 
Although the literature seems to focus largely on the female under participation in STEM, it 
also highlights that male students under-participate in non-science subject areas.  This under-
participation is mainly based on gender role expectations and not on their perceived 
competence. There is a perception that boys´ preference for STEM in some ways results from 
boys´ superior ability in these subject areas (van der Vleuten et al. 2016); however, the point 
is being cautiously highlighted as it must be acknowledged that there is growing literature 
that indicates that ability or prior achievement does not solely determine students´ 
educational choices (Riegle-Crumb et al. 2012).  Factors such as gender discrimination and 
unequal access to resources (Ceci and Williams 2011) and familial involvement in the 
scientific field (Sikora and Pokropek 2012) are also influential factors. Boys´ involvement in 
what is regarded as ´feminine´ or non-science areas is as important as the preoccupation with 
girls´ limited involvement in traditionally male-dominated fields. This does not only 
challenge the traditional gender stereotypes and cultural beliefs, but it changes the narrative 
and provide children with a new perspective on what is ´feminine´ or ´masculine´.  
Additionally, males who pursue non-traditional areas will possibly no longer have their male 
identity or sexuality challenged based on their educational choices (Perra and Ruspini 2013). 
A failure to address these areas will result in a reinforcement of children´s stereotypical ideas 





Single-Sex Schooling: What the Research Shows. 
 
Considering these perspectives on the issues that impact academic achievement, it is 
important to peruse the views on single-sex schooling.  The literature on single-sex education 
is diverse and appears to focus mainly on its academic impact and to some extent non-
cognitive effects such as opportunities for socialisation between the male and female students 
(Mlama et al. 2005; Smyth 2010; Wong et al. 2018), competition within specific groups (Lee 
et al. 2014) and other social effects such as crime (Jackson 2016). The diverse nature of the 
research on single-sex education is reflected in the lack of consensus on its benefits (Smithers 
and Robinson 2006; Halpern et al. 2011).  Despite the lack of consensus on its psychological 
or academic benefits, there continues to be an increase in the number of single-sex schools in 
countries such as the United States (Bigler and Signorella 2011; Williams 2016).  Literature 
that attempts to establish the efficacy of single-sex education versus co-education is 
hampered by methodological issues such as those that find it challenging to support 
differences in cognitive ability or attitude.  These issues arise because other factors may 
impact students, such as innate ability, economic background, individual motivation, and the 
school choice made by parents (Jimenez and Lockheed 1989; Signorella et al. 2013; Bigler et 
al. 2014).   
 
Positive Perceptions of Single-Sex Schooling 
 
The diversity in the methodology used and things controlled for are further reflected in the 
diversity in the findings in the literature. This is evident in the continued global debate on 
single-sex schooling that shows no indication that there will be any conclusive determination 
of its effect (Gordillo 2017).  In this regard, it can be acknowledged that there is no paucity in 
the data on single-sex schooling, whether we examine entire single-sex schools or single-sex 
classes within coeducational schools. The global debate on its benefits continues with many 
studies focussing largely on its effect on students´ self-esteem, attitude to various subjects, 
academic outcomes, social outcomes or a general comparative outlook on single-sex and 
coeducational schooling (Anfara and Mertens 2008; Koniewski and Hawrot 2021).  This is 
important because a focus only on the achievement component adds little value unless there 
is further focus on the social and cultural context in which they operate.  Single-sex schooling 
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has been found to reduce gender stereotypes, in countries such as South Korea (Lee et al. 
2014); however, in other areas, researchers have found that gender stereotypes are 
exacerbated in a coeducational environment reflected in, for instance, subject choice (Smyth 
2010; Favara 2012).  This implies that single-sex schools are more suited to reducing these 
stereotypes and facilitating students´ exploration of both academic and extracurricular 
activities (SERC 2013) without considering what is inherently male or female (Okafor and 
Mokwelu 2018).  This is reflective of Lee and Lockheed (1990) whose studies of developing 
countries Kenya and Nigeria, although dated, indicated that single-sex girls´ schools are 
sometimes underfunded, resulting in poorer performance compared to all boys or 
government-funded coeducational groups. Despite this, the study revealed the underlying 
benefit of single-sex schools being able to eliminate stereotypes relating to subject choice, 
especially in mathematics.  
 
 The description of the schools in Lockheed´s study contrasts with the contemporary study of 
Okafor and Mokwelu (2018) whose study included 280 students selected from all 
government-funded schools in Awka South L.G.A. Nigeria. In this study, single-sex schools 
were found to be more effective at facilitating good academic results.  This may have resulted 
from the absence of behavioural issues such as bullying that is associated with coeducation, 
as well as the increased opportunity for female students to develop both their confidence and 
leadership skills (Smyth 2010).  Furthermore, the classroom dynamics are different, 
especially for girls who can avoid male domination of class activities (Mburu 2013) and 
eliminates the distraction created by boys in the coeducational environment (Sullivan et al. 
2010). 
 
Studies of single-sex schooling have also suggested that it increases students´ motivation and 
impacts achievement by facilitating the teacher´s ability to tailor instruction to meet the 
specific learning styles of the students.  Furthermore, single-sex schooling is believed to 
reduce sexual harassment of female students, sexism in teacher-student interaction and 
prevents students from distracting members of the opposite sex (Riordan 2015; Bigler et al 




Additionally, single-sex institutions also provide a safe environment where female students 
can communicate without being ridiculed by their male counterparts. Additionally, they 
receive more attention, which tends to lead to increased self-confidence and participation in 
non-traditional subject areas.  It has been documented that teachers interact differently with 
their male and female students. For instance, a female teacher corrects the male students with 
greater frequency while the male teacher corrected both males and females with equal 
frequency (Jones and Wheatly 1990).  Stennard (2019) whose report focussed on single-sex 
schools in the United Kingdom, highlighted its benefits for female students.  In addition to 
several of the perspectives previously mentioned, he stated that girls in single-sex schools are 
more likely to take risks and innovate, show leadership skills, to perform well in 
examinations and later in the job market. 
 
Proponents of single-sex schooling also argue that the single-sex environment eliminates 
distraction and facilitates students´ achievement.  It also eliminates the emphasis on 
socialisation between boys and girls which tends to be to the detriment of academics. (Vail 
2002; Gurian et al. 2009).  Aspects of the literature further this perspective by suggesting that 
boys are a hindrance to the academic progress of girls by overshadowing and short-changing 
them in the classroom (New York Times April 11, 1999, cited in Campbell and Sanders 
2002).  Although the study focuses on single-sex instruction, it is worth acknowledging that 
even in the coeducational environment, girls are also perceived as having an impact on the 
outcome of all students even in maths where male students generally attain higher scores 
(Hoxby 2000, Lavy and Schlosser 2011, Ciccone and Garcia-Fontes, 2014). This perspective 
implies that girls are very influential in the classroom atmosphere and would therefore 
perform well both in the coeducational or all- girls´ classroom.   
 
Other researchers, Gurian et al. (2009), see the single-sex classroom as a positive 
environment that is beneficial to both male and female students. Firstly, single-sex schooling 
exposes students to tailored pedagogical approaches (Gurian 2010; Jackson 2010; Hayes et 
al. 2011) teachers can tailor pedagogical structures to meet the needs of these varying groups 
and students may be grouped according to varying ability, interests, and stages of 
development.  This theory implies that commonalities are generally based on sex, negating 
the similarities that may exist within coeducational groups.  Moreover, some students 
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perform better in single-sex classes while others perform better in co-educational classes 
(Isensee and Vasquez 2012, cited in SERC 2013). 
 
Single-sex schools or classes are also said to reduce incidents of sexual tension and flirtation 
between male and female students, resulting in a greater focus on academics, rather than on 
the perception of members of the opposite sex (Gurian et al. 2009).  This perspective requires 
a broader consideration of how students construct friendships and romantic relationships as it 
implies that romantic relationships are only formed in a coeducational environment.  In 
Jamaica, there exists a perception, albeit unresearched, that single-sex institutions facilitate 
same-sex relationships (Grindley 2012).  This belief is further reflected in the work of Dale 
(2017 and 2018) who stated that coeducational institutions protect students from same-sex 
relationships and that of Li and Wong (2018) who argue that those who attended single-sex 
schools favoured same-sex romantic relationships. The latter conducted a study involving a 
group of 249 college students who had attended co-educational high schools and 207 who 
had attended single-sex schools in Hong Kong and controlled for a variety of factors 
including personal and socio-economic status.  As is customary in the literature on single-sex 
education, contrasting ideas are presented in the study conducted by Wong et al. (2018).  He 
stated that there is a need for detailed evidence-based assessment to support these claims as 
well as a consideration of whether school type has a strong influence on students´ romantic 
relationships. 
 
Aspects of the literature on single-sex education also suggest that the classroom environment 
and the gender composition of the classroom or school greatly influence student performance 
(Hughes 2006-7; Wilson 2013), at different points and in different research contexts.  
Although Dustmann et al, (2018) claimed that when a school switches status, for instance, 
from coeducation to single-sex, progress is made, there doesn´t appear to be any conclusive 
indication that simply changing a classroom setting from coeducational to single-sex, 
automatically leads to positive student outcomes.  It could also be argued that other factors 
such as the classroom atmosphere can impact students´ performance.  For instance, student-
teacher interaction (Thompson 2017) and peer effects (Hoxby 2000; Burke 2013).  Further, in 
instances when it is believed that the interaction between students is impacted by the sex 
composition of the school, the effects of single-sex schools and single-sex classrooms within 
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coeducational schools may have differing effects (Jackson 2016).  What is required may be 
carefully crafted strategies that target students´ need to make the sex segregation effective.  
This may include determining ´which boys? ´ are at risk rather than treating boys as a 
homogenous group as well as exploring factors such as social class (Richardson 2005, cited 
in Zyngier 2009). Additionally, there cannot be equal expectations of all single-sex schools as 
they do not provide a learning environment that effectively meets the learning needs of all 
students equally (Hollinger 1993, cited in Campbell and Sanders 2002; Jackson 2016).      
  
 Disadvantages of Single-Sex Schooling 
 
Single-sex schooling is not perceived positively in all sections of the literature.  For instance, 
researchers such as Halpern et al. (2011) are convinced that single-sex schools have not been 
able to demonstrate any positive outcomes.  Similarly, Hughes (2006-7) compares sex 
segregation in schooling to the United States Brown v. Brown racial segregation ruling of 
1954 which suggested that any form of segregation is inherently unequal.  This theory is 
flawed in its implication that sex segregation and racial segregation have commonalities.  Sex 
segregation in schools or classrooms has been implemented globally mainly to improve the 
educational circumstances and ultimately the economic circumstances of both male and 
female students.  Despite this, the theory is supported by Halpern et al. (2011) who agree that 
sex segregation exacerbates gender stereotypes as the separation teaches students that gender 
is one significant way in which division takes place; this leads to further group biases.   
 
Single-sex classes are also said to facilitate an increase in the potential for gender stereotypes 
and biases (Pahlke and Hyde 2016).  In other words, male and female students are deprived 
of the opportunity to work together in a supervised environment. Therefore, they spend less 
time socialising with their peers of the opposite sex (Datnow et al. 2001; Hilliard and Liben 
2010; Halpern et al. 2011).  The students spend extensive time in same-sex groups which 
result in sex-typed behaviour (Martin and Fabes 2001), especially boys who may engage in 
disruptive behaviour in all boys´ groups (Fabes et al. 1997) and reduces their chances of 
developing a wider range of behaviours and build more cooperative relationships (Gaertner et 
al. 2001). Implicit in these perspectives is the belief that students only have opportunities to 
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socialise with the opposite sex in school.  They also fail to acknowledge that students at a 
certain age already tend to socialise in same-sex groups, and it would probably not be 
completely accurate to suggest single-sex instruction inhibits social interaction.  Furthermore, 
institutions that offer single-sex classes within a coeducational institution, offers 
opportunities for interaction in settings such as in the family, neighbourhood, church, or 
volunteer organizations (Hughes 2006-7). 
 
Other critics of single-sex schooling argue that separate is “inherently unequal” (Anfara and 
Martens 2008, p. 53).  The conflicting arguments regarding the benefits and drawbacks of sex 
segregation have been ongoing for decades and a decision to establish single-sex instruction 
should consider the specific context and needs of the students being instructed.  Critics also 
advise that the plethora of positive data on single-sex education should be viewed with 
caution.  This is because the nature of the research is not only highly contextual but there are 
a variety of additional factors to be considered such as students´ ability, selection bias and 
teaching style (Anfara and Mertens 2008).  Although the differences between groups of 
students must be acknowledged, there must not be a divide that results in the teaching of 
gender stereotypes; instead, strategies may be employed that address specific students´ needs 
or interest.                                                                                                                                                                                                                                                                 
 
Competition has also been explored in the literature on single-sex instruction and like other 
aspects of the literature, findings on competition are also equivocal. Competition is regarded 
as an important factor in areas such as one´s academic track and career choice (Busar et al. 
2014).  It is said to benefit students in mathematics but not in English in one Swedish school 
(Ahlin 2003) while others such as Self (2009) see no benefits in competition and suggest a 
more cooperative learning environment. Researchers argue that female students respond less 
favourably to competition while males are attracted to increased competition (Gneezy et al. 
2009; Niederle and Vesterlund 2011).  In the context of the single-sex environment, SERC 
(2013) found that single-sex education made boys less competitive and more collaborative 
while Lee et al. (2014) found no evidence that single-sex schooling reduces the gender gap in 
competition. The contrasts in the findings may have resulted from the difference in research 
sites, Connecticut, and South Korea, as well as on the selection process for participants in 
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these studies.  For instance, students in South Korea are randomly assigned to schools in their 
district, either single-sex or coeducational school. 
 
The variations in the findings of the studies on single-sex education are well documented.  
Boys and girls may be exposed to the same educational environment and have a different 
response, yet exposure to same-sex classes sometimes appear to elicit improved performance 
(Black et al 2013; Ooserbeek and Van Ewijk 2014; Lu and Anderson 2015). Rather than 
conclusively addressing whether this type of schooling can address the ills of the global 
education systems, the varying studies raise further questions that emerge from the lack of 
consensus among researchers, even in the same research context. These findings may be the 
result of less-than-optimal studies; uncontrolled studies and in some cases, studies that 
focussed solely on academic outcomes (Pahlke and Hyde 2016). There needs to be 
consideration of factors such as socioeconomic status, family circumstances, school type and 
prior achievement (Smith 1984) which all have an impact on educational outcomes. These 
factors have the potential to be of greater importance in determining the benefits of single-sex 
schooling. To consider the efficacy of the type of school, there should be verifiable evidence 
that its benefits outweigh those of the coeducational school (Smith 1984; Helpern et al. 2011) 
and an examination of a variety of factors may be the most effective strategy. 
 
Single-Sex Education: A Brief Comparison 
 
Single-Sex Education in The Caribbean   
 
Single-sex education has had a long history in the Caribbean and varies in how it has been 
explored over the years.  In the last decade, the literature on this topic appears to be sparser 
than in the previous decade, but the belief in the potential benefits of single-sex schooling 
mirror what exists in the body of literature. Attendance at single-sex schools in the Caribbean 
is largely beyond the control of the students (George 2012; Eisenkopf 2015).   In countries 
such as Jamaica and Trinidad and Tobago, students are assigned by the Ministry of 
Education, to both single-sex and coeducational secondary institutions based on a voluntary 
list of five preferred schools selected by parents, as well as their performance in exit 
examinations sat at the end of primary school (Jackson 2012; Blair 2013; Spencer-Ernandez 
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and George 2016).  In this regard, it could be argued, that a list of preferred schools facilitates 
students´ involvement in their school choice, but George (2012) cautions that by indicating 
that despite this apparent involvement, students are not randomly assigned to single-sex and 
coeducational institutions.  Instead, they are grouped based on ability with those achieving 
upper 80s and 90s being placed in the high school listed as their first choice (MOE 2018), 
usually, one of the top-performing elitist traditional schools (World bank 1993) and those 
scoring lower grades are placed in non-traditional high schools (Spencer-Ernandez and 
George 2016; Stockfelt 2016).  The referenced studies limit the comparison between school 
types to students´ performance in mathematics, but they reflect the trend in students´ 
assignment to schools annually.  For instance, George (2012) largely focused her research on 
mathematics in two Antiguan schools, which limits the components studied that can be 
compared.  An important finding in this study was that socioeconomic status may play a 
significant role in academic performance in the school types in Jamaica (Sanjay et al.2005; 
George 2012). Similarly, Leacock et al. (2007) had a similar description of Barbados.  There 
was however an interesting observation that the students who entered high schools in 
Barbados with top scores, tended to perform optimally in the Caribbean Secondary 
Examination Certificate CSEC examinations, raising the question of whether the school type 
impact students- achievement or must there be serious consideration of socio-economic 
status, school quality and certainly the students´ prior academic achievement.   
 
Another study was conducted by Jackson (2012) in Trinidad and Tobago.  This took an 
uncommon and interesting approach by focussing on the comparison of those who chose to 
attend single-sex and those who chose to attend coeducational institutions.  No significant 
differences were noted based on school type.  What was discovered is that the student´s 
choice had a positive effect on educational outcome.  This means students who had selected 
single-sex schools tended to experience positive educational outcomes which may also be 
because students who attained the highest test scores were often assigned to their preferred 
schools, which was often a single-sex school. 
 
Many of the contemporary studies on single-sex schooling in the Caribbean focus on 
Trinidad and Tobago; however, it bears striking similarities to Jamaica and other English - 
speaking countries in the region.  There are fewer single-sex schools than coeducational 
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institutions, yet these few schools which are old and affiliated with various churches, have 
consistently maintained the highest performance (Blair 2013).  For this reason, there is a call 
by officials and the media for more single-sex schools to be established in Trinidad and 
Tobago (Parry 1997; Golbert and Gilbert 1998). Some researchers in the Caribbean support 
the idea that single-sex education addresses educational issues such as male under-
participation and subject choice (Evans 2002) and most have also appeared to focus on 
achievement outcomes; especially in maths achievement in the Caribbean (George 2012; 
Spencer-Ernandez and George 2016).  This subject area is intriguing to researchers because 
low achievement in mathematics has been a perennial problem in the Caribbean, evident in 
the Caribbean Secondary Examination Certificate results (CSEC 2018) and has long term 
implications as a country´s economic growth and advancement hinge on a solid foundation in 
math and science (Carnevale et al. 2011).  Furthermore, underachievement of any kind has 
the potential for human capital issues (Evans 1997).    
 
Students in single-sex schools in the Caribbean tend to consistently outperform students who 
attend coeducational schools (Spencer-Ernandez and George 2016).   This has been 
confirmed in studies conducted in Antigua and Barbuda (George 2012), Trinidad and Tobago 
(Jackson 2012 and 2016) and Jamaica (Spencer-Ernandez and George 2016). These single-
sex schools in Jamaica are regarded as prestigious and many of the students who were 
previously educated in private preparatory schools tend to attend these schools.  According to 
Prime Minister Holness (2015) of Jamaica, students who attend these schools have access to 
the best schools and teachers.   
 
Further studies on school types in the Caribbean, tend to focus largely on the academic 
outcomes in these schools, rather than on the selection process.  Through the assessment of 
literature on the efficacy of single-sex schools, it has become clear that there may be a need 
to seriously consider the selection process, rather than simply the effect of school types on 
academic achievement. If school type were the sole area of significance, one could simply 
change the sex composition of a school to attain academic benefits.  Studies have however 
proven otherwise.  For instance, Barbados has converted almost all single-sex schools to 
coeducational schools; they have retained one all girls´ school and one boys´ school since the 
1980s. While this gives parents an option in school types, they do not offer superior academic 
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performance to the coeducational schools (Spencer-Ernandez and George 2016) possibly 
because the schools that were transformed have maintained their original prestige.  
  
An examination of the studies conducted by George (2012) and Spencer-Ernandez and 
George (2016) indicate a significant gap in students´ performance in Mathematics in 
coeducational institutions. One could argue that the findings are restrictive as they focus on 
one subject area - mathematics.  The inclusion of several nations and a large sample, of 
almost 300 students in George´s study and all school types in Spencer-Ernandez and 
George´s study, gives credibility to the findings.   Their focus on student's academic 
performance in mathematics in Jamaica, Trinidad and Tobago, Barbados, St Lucia and St 
Vincent and the Grenadines (Spencer-Ernandez and George 2016), and maths and English 
language in Antigua (George 2012) revealed that both boys and girls in single-sex schools 
were the top performers in all countries except in Barbados where students in co-ed schools 
generally outperformed both all girls´ and all boys´ schools.   
 
Although the referenced literature has indicated that students in single-sex schools in the 
Caribbean, overall, outperform their counterparts in mixed schools, there is no conclusion 
that the school type is responsible for this performance.  Various researchers have found that 
the student-teacher relationship has a significant impact on students´ academic performance 
(Thompson 2017), the selection process that place students in single-sex versus coeducational 
schools (Spencer-Ernandez and George 2016), the primary school type that students attended, 
parents´ educational and occupational level and the type of family students are from (George 
2012) also have an impact on student performance.  Further, researchers argue that the single-
sex environment should not be perceived as superior to coeducation (Jackson 2012; Park et 
al. 2013) due to the inadequacy in verifiable research findings of this nature.  Research 
conducted by Jackson (2012) found that there are no benefits for males yet, in contrast, 
females in single-sex schools benefit from single-sex instruction.  According to George 
(2012) when students are grouped in these institutions, there is a level playing field. The issue 
with this perspective is that it creates the impression that students from all socio-economic 
backgrounds have equal opportunity. It explains what happens within, rather than between 
school types.  Additionally, it fails to recognise that students who can afford private schools 
are placed in these elite schools in larger numbers than those from the working class 
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especially those from the inner city.  Therefore, researchers may also need to consider teacher 
quality and investment of resources in schools in their examination of school types.  
 
Single-Sex Education in Selected Countries Outside of the Caribbean 
 
South Korea presents an interesting contrast to single-sex schooling in the Caribbean, yet 
there are similarities in important areas.  While there are fewer single-sex schools in the 
Caribbean than coeducational schools, South Korea has implemented an equalization policy 
that involves equal numbers of all school types at both middle school and secondary school 
levels (Hahn et al. 2014; Hahn and Wang 2018).  In many countries, the students who attend 
private and public schools are often separated by ability and the socio-economic status of the 
family; however, in South Korea, there is equality among all school types and students are 
randomly assigned to schools (Hahn et al. 2014) therefore creating a ´mostly´ level playing 
field.  The term ´mostly´ is used because like other aspects of the literature, some researchers 
have found that students in the private schools, whether single-sex or coeducational, 
outperform those in the public schools and among school types, boys only schools were the 
top performers (Hahn et al 2014; Dustman et al 2018).  Among the perspectives, is a 
dissenting view that the positive effect of single-sex schools is minimal (Sohn 2016).  One 
cannot, however, negate the benefits in various research conducted in South Korea, although 
there doesn´t appear to be logical explanations for the existing differences.  It raises questions 
about whether research methodology impacts the findings in this setting where there is equal 
investment in schools and teachers are randomly assigned, reducing possible questions of 
teacher qualification.  
 
The study that was conducted by Hahn et al (2014), included all high schools in Seoul over 
ten years. This may be considered a vast sample, but his study focussed solely on measuring 
achievement based on students´ ability to matriculate into the national university.  Besides, 
one must consider that teachers in private schools enjoyed motivational factors such as longer 
tenures (Cho 2013), which possibly explains the superior performance of private schools.  It 
can however be argued that parents´ investment in these private schools, as well as their 
tendency to invest financially and emotionally in their children, add to the cultural capital of 
the students in these schools. 
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Single-sex education has also been a long-standing component of the education system in 
Australia (Campbell et al. 2009). It has been said that the number of single-sex institutions 
has been reducing but many of these institutions have been marketing themselves as a 
potential choice for successful academic outcomes (Dix 2017, cited in Law and Sikora 2020).  
This system is similar to what exists in the Caribbean in that some of the single-sex schools 
are Catholic, but it is mostly different from that of the Caribbean, as the schools are usually 
fee-paying private schools - similar to most of those in the USA. These schools are 
concentrated in large urban areas and the students are more likely to enrol in science than the 
disadvantaged students (Teese 2007; Ainley et al. 2008).  An important aspect of this school 
type is its intake of students who tend to be from a high social status (Sikora 2014) and their 
parents have a significant impact in shaping the cultural capital as well as beliefs on areas 
such as religion and equality (Campbell et al. 2009). Besides, the students in the single-sex 
schools are largely different from their mixed school counterparts in several ways, such as in 
terms of the parental characteristics, students´ self-concept and availability of qualified 
teachers (Sikora 2014).  The fact that students in these single-sex schools tend to come from 
privileged backgrounds and attend well-resourced schools that attract qualified, for instance, 
mathematics teachers, sets them apart.  
 
The impact of well-resourced schools on education cannot be underestimated whether they 
are financed by affluent parents, the government or both.  According to Mojapelo (2018), 
adequate resources must be provided in all schools to assist learners to perform optimally.  
This should include, among other things, a well-resourced library that supports both teachers 
in their lesson planning and students in achieving greater access to information.   
Furthermore, access to resources means an institution can improve the quality of the 
academic programs being offered, utilise contemporary teaching methods and maintain staff 
levels (Marriott 2018). It must also be acknowledged that, as was discovered by Ramaligela, 
Gaigher and Hattingh (2014) who conducted their study in Africa, well-resourced institutions 
may also fail to achieve good academic outcomes if the teachers are not trained to utilise 
these resources.  Consequently, it is contended that resources at the disposal of qualified 




Available resources have not been the focus of the literature on single-sex education in New 
Zealand.  There, single-sex schools are governmental institutions, available to low and 
middle-income students.  Students being from a lower income group and attending a public 
school does not impact the fact that students in single-sex schools outperform both boys and 
girls in coeducational institutions.  One study highlighted that the boys and girls in single-sex 
schools outperformed those in the coeducational schools.  However, as with the global trend, 
boys in the all-boys schools did not perform as well as their all-girls counterparts (Jha and 
Kelleher 2006).  This presents a contrasting context, yet it raises questions regarding the 
central issues that impact male academic performance.  
 
Boys Only: Making a Case for Single-Sex Education for Boys.  
 
The previous sections indicate the varying perspectives on the effect of single-sex education.  
Despite this, it must be acknowledged that large portions of the literature contend that single-
sex education can improve male academic outcomes.  According to Jaminez and Lockheed 
(1989), whose study suggest that single-sex schooling is extremely beneficial to female 
students, it cannot be ignored that historically, single-sex institutions were established to meet 
the needs of male students because they were believed to be most deserving of an education 
(Riordan 2002; Meyer 2008; Salomone 2003, cited in Mansfield 2013). Considering this, any 
assessment of the efficacy of this type of schooling must therefore consider the context of the 
specific institution and acknowledge that single-sex education is not meant to address the 
academic needs of all boys because not all boys are underachieving.  
 
 It has been established in this paper that female students tend to outperform their male 
counterparts in most subject areas and at all levels of the education system (Younger and 
Warrington 1996; Clark et al. 2008; Ullah and Ullah 2019).  Clarke (2005) summarised the 
alarming nature of the ´boy trouble´ in Jamaica by highlighting that the sex gap in 
achievement exists at all levels of the education system, especially at the secondary and 
tertiary levels. He further highlighted that male students are four times more likely to commit 
suicide than females, they were more likely to be drug addicts and to be diagnosed with 
Attention Deficit Disorder (ADD). The term ´boy trouble´ is used to refer mainly to what has 
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become a global concern for male achievement.  The literature depicts a worsening crisis as 
female students continue to outperform their male counterparts.  Whether this gender gap in 
academic achievement is blamed on the teacher´s sex, socialisation, personal characteristics 
or other factors, the literature depicts a widening gap between male and female students in 
some subject areas (Clark et al. 2008; Jackson et al. 2010; Majzub and Rais 2010).  It can be 
argued that the literature failed to show similar concern when male students were 
outperforming females.  Despite this, it must be acknowledged that the widening gap in 
academic achievement has both social and financial implications for the society. The sex gap 
in achievement has implications for Social Development in a society (Asadullah et al. 2019); 
thus, there needs to be new strategies and new perspectives implemented to address the issue.  
Single-sex schooling is one strategy that has been presented as a possible solution to closing 
the achievement gap. 
 
The challenges faced by male students are addressed by Wilson (2013) who argue that there 
are twenty-eight (28) barriers to boys´ learning and these may be addressed in the single-sex 
environment. Although his study was conducted in the United Kingdom, it addresses 
concerns that are present in other research contexts. Wilson´s position is that, among other 
things, male students are impeded by their tendency to be hyperphysical and sometimes 
spirited during playtime, they sometimes regard writing activities as unimportant and reading 
as feminine. In some instances, there are inhibitions in lesson planning, which means that the 
needs of the male students are not met.  In addition, they are often impacted by teacher bias; 
teachers who have different expectations of male and female students (Gentrup and Rjosk 
2018; Muntoni and Retelsdorf 2018).  Wilson (2013) further stated that the teaching style and 
learning preferences of the students are often not in sync, and sometimes there is the absence 
of a positive reward system that encourages student performance.  Finally, male students are 
sometimes impacted by the ´laddish culture´ as well as how they are grouped in classes. 
These groups are formed based on sex rather than, for instance, based on ability which may 
result in groups of disaffected students being in the groups.  His reference to the ´laddish 
culture´ is context-specific, but aids in the general understanding of the issues faced by males 
in the education system. The term ´lad, was initially used to refer to white working-class boys 
who rejected the education culture ((Willis 1981) and was later extended to include middle-
class boys (Francis 1999, cited in Houtte et al. 2018).  ´Laddish culture´ has been implicated 
in the widening achievement gap between male and female students in the United Kingdom 
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(McLellan 2004).  It is based largely on anti-intellectualism (Jackson 2006; Houtte et al. 
2018), rejects academic work (Jackson 2002), undermines the formal education system which 
is perceived as feminine (Jackson 2002) and embraces the macho culture.  
 
To address the previously mentioned issues faced by male students, there needs to be an 
implementation of context-specific strategies that will encourage and motivate male students 
towards improved participation and positive academic outcomes.  Single-sex schools and 
single-sex classes in co-ed schools (Jackson 2002) have been proposed as a possible strategy 
to address boys´ underachievement (Mulholland et al. 2004) and there is a perception that 
regardless of its effect, parents should have access to this kind of education, along with 
detailed information about its efficacy in improving achievement (Pahlke et al. 2014). While 
this type of schooling has not proven to be a panacea for ´male troubles´, there appears to be 
some benefits to educating boys within this environment.  Given this, it can be argued that 
although students are different and there is no single strategy that meets the needs of all males 
or all females, single-sex classrooms offer some benefits to improve male participation and 
achievement of some male students. 
 
Sex segregation is well-documented in the literature, and it generally shows that the 
segregation of male and female students doesn´t have to be absolute.  Various strategies have 
been used, such as adjoining boys ´and girls´ schools may share specific classes or they may 
establish single-sex classes in a coeducational environment (Smithers and Robinson 2006).  
Much of the literature has focussed on comparing the effects of single sex versus 
coeducational instruction with a significant focus on academic outcomes.  The academic 
outcomes were found to be significantly different for male students who are educated in 
single-sex schools, as opposed to single-sex classes in coeducational schools (Lee et al. 
2015). This difference was attributed mainly to increases in study time among male students 
in single-sex schools in Seoul.  
 
Single-sex instruction has also been explored as a feasible solution to the perception that 
males and females have different learning needs (Gurian 2010; Jackson 2012; Pahlke and 
Hyde 2016).  It must be understood that there is no quick fix for male underachievement, or 
84 
 
this would have been addressed in the plethora of studies conducted worldwide; however, 
aspects of the literature suggest that by addressing differential learning needs through sex 
segregation, there may be significant achievement gains (Gibb et al. 2008).  Moreover, 
teachers may need to be trained to recognise and utilise appropriate teaching strategies that 
close the achievement gap ((Thompson 2017).   
 
Addressing the differences in students´ learning needs is greatly dependent on teachers 
creating a ´boy friendly´ curriculum. This curriculum attempts to address the feminisation of 
school by utilising teaching strategies that are considered most responsive to the needs of 
male students (Lingard et al. 2009). For instance, utilising hands-on activities and 
incorporating charts, graphs, and symbols into instruction (Gurian and Stevens 2005). 
Additionally, it involves engaging pedagogies that are not only intellectually stimulating but 
also socially supportive (Lingard et al. 2002).  Critics challenge these theories, arguing that a 
´boy friendly´ curriculum has the potential to exacerbate gender stereotypes (Johnston and 
Sheehan 2016).   These perspectives have not been fully explored in the research so various 
strategies must be explored to address what is considered a worsening global problem. 
Considering this, the argument is not being made that all boys everywhere will have a 
positive response to this curriculum. The success of a ´boy-friendly ´ curriculum is likely 
dependent on the social context in which the lesson is being delivered and the single-sex 
classroom allows for greater flexibility in developing sex focussed pedagogy (Parker and 
Rennie 2002).  
 
Some researchers have discovered that students enjoy better learning outcomes in 
homogenous groups (Hoxby and Weingarth 2006; Ding and Lehrer 2007, cited in Jackson 
2016) which may be due to the reduced time teachers´ spend planning lessons for two 
separate groups (Jackson 2016). Teachers are therefore better able to tailor lessons that target 
the specific learning needs of the students (Martino et al. 2005; Riordian 1990; Trickett and 
Trickett 1982, cited in Jackson 2012).  This strategy was employed in Trinidad and Tobago 
where the Ministry of Education converted twenty (20) low performing coeducational 
schools to single-sex schools in 2010 and in Seoul where teachers were able to adopt specific 
teaching and disciplinary strategies in all boys´ schools that were inapplicable in 
coeducational schools where teachers also taught female students (Lee et al. 2015).  
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This project in Trinidad and Tobago yielded positive outcomes for both boys and girls at no 
financial cost.  Both groups scored higher on standardised tests and were found to have a 
greater likelihood of completing secondary school and qualifying for tertiary education.  With 
regards to the boys, they took more advanced coursework, scored higher in national exams 
and experienced fewer teenage arrests.  These positive results are attributed to two factors: 
peer effects which involve classroom interaction as well as changes in teachers´ behaviour 
(Jackson 2016 and 2019).   In these contexts, teachers were better able to focus their 
instruction on one specific sex, while removing any social classroom dynamics that had any 
pernicious effect on the class (Jackson 2016).  Similarly, teachers in one Australian context 
were able to make adaptations in areas such as reading material, classroom tasks and learning 
time which appeared to benefit the students (Mulholland et al. 2004) while there were 
specific ´boy-friendly ´ activities such as sports-related themes, incorporated into the lessons 
taught at the Ontario middle school in the study conducted by Greig (2011). 
 
The importance of a ´body-centred ´ teaching-learning approach should focus both on the 
academic effect of schooling, as well as on the social aspect, such as attendance. Evans 
(1999) and Thompson (2017) in their ethnographic studies referenced the importance of the 
teacher-student relationship to positive student outcomes.  Boys in Thompson´s study felt that 
their principals didn´t show interest in their concerns, did not empower or care for them and 
thus they felt uncomfortable expressing their opinions.  Correspondingly, Evans found high 
levels of absenteeism of male students and a teaching-learning process that did not respond to 
male needs.  This may result from the use of traditional teaching methods and materials, 
instead of more innovative strategies and tools such as technological devices.  A more 
targeted approach to improving student-teacher interaction could reverse the ills noted by 
Evans (2001); such as, non-conforming boys, boys who were placed in low ability streams 
and negative evaluation which sometimes involve corporal punishment.  The Caribbean 
teacher must separate him or herself from the ´patriarchal authoritarianism´ (De Lisle 2018, 
p. 457), a remnant of the oppressive past which values obedience, submission, and timidity ´ 
(De Lisle 2018) and embrace a post-colonial strategy (Connell 2014d) that is more inclusive 




Furthermore, Single-sex boys´ schools and classrooms offer a space that has been created 
specifically to meet the physical and intellectual needs of boys.  In many ways they are 
shaped by the environment in which they operate; they build relationships, influence and are 
influenced by it (O´Donoghue 2018).  The boys operate in this unique environment, learning 
to work together with individuals of the same sex who instinctively understand them (Gurian 
et al. 2009).  It further creates a space that, for instance, accommodates boys´ need for 
movement (Gurrian and Ballew 2003) and facilitate their need to play by providing a space in 
which written tasks can be adjusted or reduced and opportunities to compete are provided, as 
boys tend to be competitive (Cashdan 1998).  
 
Boys are also often presented as having a greater need for physical activities. Sommers 
(2013) in her study of American based schools cited that rough play inspired the moral 
imagination of boys, whose language, literacy, and engagement in school are directly 
impacted.  Consequently, the decision to reduce or remove recess in places like Philadelphia 
and Atlanta is regarded as misguided and detrimental to boys whose natural inclination to 
play is being ignored.  Given this, one can argue that such a specific need may be addressed 
in an all-boys environment, without impinging on the interests of female students.  Although 
these strategies may not be all-encompassing with the ability to address the needs of all boys, 
at all times, it is contended that some strategies may be used to target groups within the larger 
group of male students.   
 
Additionally, single-sex schools are believed to relieve students from the pressure of adhering 
to gender role expectations.  Thus, in an all-boys ´school, they are more likely to have a 
positive attitude towards studying the humanities and thus choose to study subjects such as 
literature and drama which are typically female-dominated subject areas (Norfleet et al 2003; 
Solomone 2008; Gurian 2009).  Furthermore, they are allowed to operate in an environment 
occupied exclusively by their male peers, away from the intimidation or distraction of female 
students (Parry 2000; Vail 2002). Elsewhere in the literature, the teacher´s sex has also been 
highlighted as having an impact on male academic performance (Parry 2000; Martino and 




It has also been argued that in the context of the United States, African American boys could 
benefit from male role models as they are more likely than other groups of boys to be 
suspended (Catalyst Chicago 2010, cited in Bristol 2015). According to Myers (2009), if this 
intervention were implemented at the kindergarten level, it could have a significant impact on 
male achievement.  Despite the difference in the research context, male students in the 
Caribbean could potentially benefit from a similar initiative.  Guyanese boys have been found 
emulating negative macho role models to fill the void left when there is no male figure in the 
home (Hunte 2002, cited in Jha and Kelleher 2006) while boys in Jamaica pursue negative 
masculine identity (Figueroa 2000).  Although there are portions of the literature that regard 
the recruitment of male teachers, as beneficial to male students (Dee 2005; Ouazad 2008), 
critics question whether these men are willing or capable of carrying out these roles 
(Brockenbrough 2008). Their portrayal of heteronormative masculinity (Martino and Kehler 
2006; Lingard et al. 2009) and being placed in an influential position which they are 
unprepared for may lead to more negative learning and social outcomes (Johnson 2005). The 
act of placing a male teacher within the classroom does not automatically correct the issue of 
male underachievement.  Instead, the strategies that are implemented by the teacher who 
Skosana and Monyai (2013) described as a catalytic agent are likely to propel student 
achievement in the desired direction.  
 
Similarly, another study conducted by Greig (2011) focussed on two things: implementing a 
´boy-friendly ´ curriculum and increasing male role models.  His study presented a largely 
successful strategy, as the institution recruited male teachers and exposed the boys who were 
mainly from female-headed households to male influence at school.  Although it was 
presented as a success, the limitation lay in the inclusion of only white middle school students 
and ten teachers (Martino 2008; Coulter and Greig 2008). 
 
Additionally, Lee et al. (2015) found that sex segregation is beneficial to male students.  This 
is evident in the positive differences noted in the academic performance of male students in 
single-sex male classes compared to those in the coeducational groups.   Single-sex classes 
are said to reduce the opportunities for teacher´s gendered expectations and offer a sense of 
freedom that is thought to be absent from the coeducational classes.  For instance, freedom to 
choose to study literature or to express themselves without being scrutinised by the opposite 
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sex and in some cases, students were allowed to choose to study in a single-sex classroom 
(Mulholland et al. 2004) that provided a feeling of motivation and empowerment. The boys 
who participated in the study conducted by Lee et al. (2015) interacted freely with their 
teachers and there were usually fewer disciplinary measures than when they were in 
coeducational groups. Additionally, the boys asked and responded to more questions when 
they were separated from the girls. 
 
The suggestion that a more male-centred curriculum should be utilised to improve male 
achievement does not regard boys as a monolithic group.  Bristol´s (2015) perspective is 
quite pertinent in suggesting that to implement this targeted pedagogy requires that teachers 
first understand the complexities of gender, even as they examine the stereotypical learning 
materials that are often available.   
 
There is an important conversation to be had regarding gender complexities and stereotypes 
in the school environment because these stereotypes are influenced by all stakeholders: 
parents, teachers and peers and they also form the basis for the development of strategies to 
address issues of gender inequities (Mollaeva 2018). Students internalize gendered 
perceptions of performance and motivation, resulting in boys displaying higher belief in their 
math competence while girls have a higher belief in their language competence (Glienke and 
Burg 2006; Wigfield et al. 2002, cited in Kollmayer et al. 2018).  These stereotypes impact 
both students´ performance and motivation in the learning environment resulting in more 
girls attaining secondary school qualifications (OECD 2014) but later in the labour market, 
the difference is reflected in the differential wage earnings in favour of males (OECD 2012 
and 2015).  Research conducted by the OECD has called for a reduction in stereotyping to 
address both male and female educational needs.  
 
The complexities of gender stereotyping within the learning environment are compounded by 
the subtle way in which these stereotypes are sometimes presented. Researchers such as 
Kerkhoven et al. (2016) and Islam and Asadullah (2018) blamed the stereotypes on the 
hidden curriculum which tends to be very pro-male, depicted in the predominantly male 
visuals in the textbooks and the stereotypical depiction of the females in traditional jobs. The 
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biased portrayal of each sex tends to have an impact on cognitive development.  For instance, 
the female sex that is usually silenced or disempowered in the textbooks may result in female 
students becoming passive and disempowered while males may improve their self-esteem.  
This is so as children tend to internalise without challenging messages that are conveyed 
(Kelly and Nihlen 1982; Hamid et al. 2008; Islam and Asadullah 2018).  This is especially 
problematic as the school is considered to be the institution responsible for disseminating 
social knowledge, influencing attitudes, and thus promoting change (Nonaka et al. 2012) yet 
it operates as a paradox (Chisamya et al. 2012; Fernandes 2014), implicitly transmitting 
biases within the learning environment (Sperling et al. 2016). In this regard, it can be argued 
that there needs to be an examination of teacher bias, as well as the effect of a masculinised 
environment (Farris et al. 2009, cited in Bristol 2016).  
 
Finally, studies conducted in Australia have indicated that male-focussed initiatives can have 
a positive impact on boys´ education. In 2002 the Boys: Getting it Right initiative, presented 
what is believed to be a positive example of recuperative masculinity politics (Mills et al. 
2007).  The inquiry focussed on the social, cultural, and educational factors that impact boys´ 
education, as well as the strategies needed to address these factors.  The study indicated that 
there is a need to address boys´ differing learning needs; reflected in, for instance, differing 
linguistic styles than that of girls.  There is a belief in the literature that boys are impacted by 
poor pedagogy (Trent and Slade 2001; Jha and Pouezevara 2016).  They sometimes find the 
school environment to be boring and because girls tend to be treated better, they often 
develop a feeling of disaffection (Trent and Slade 2001).  It is therefore important that a 
curriculum is delivered that meets the specific interests of boys, in terms of its content and 
lesson delivery.  It needs to be responsive to boys´ need for explicit teaching and a structured, 
hands-on approach to teaching that involves detailed instructions regarding the recipe for 
success.  Moreover, male students could benefit from a good relationship with their teachers.  
This could be achieved by engaging in focussed activities that aid in boys building a good 





Conclusion      
 
The literature on single-sex education is vast and varied.  It represents the need for the 
continued pursuit of a solution to the global issue of male underachievement.  This is likely to 
remain elusive due to the variations in the research contexts and findings in the literature.  
Furthermore, it must be acknowledged that one size doesn´t fit all.  Despite this, the pervasive 
and worsening male underachievement issue demands that attempts be made to address the 
issue.   
 
 There are varying methodological strategies that have been employed to determine the 
efficacy of this type of schooling.  Most of the studies appear to have focussed on academic 
outcomes while fewer seem to have explored the non-cognitive effects of single-sex 
schooling. The studies have also represented the concerns in various countries worldwide.  In 
the Caribbean, where my study was conducted, there has been a significant focus on the 
effect of single-sex education on academic achievement.  The most recent studies have 
focussed greatly on Mathematics.  This focus creates a space for a study that utilises a case 
study approach and takes a broad look at the effects of single-sex instruction.  That is, both 
cognitive and non-cognitive effects. 
 
Although the literature covers educational systems worldwide and has controlled for a variety 
of factors, experts have been unable to determine who benefits from single sex education.  In 
some parts of the literature, single-sex instruction is believed to benefit boys, while others 
argue that it benefits girls.  Considering that neither boys nor girls are a monolithic group, it 
can be argued that within each group, individual students benefit.  There is a lack of 
consensus within the literature, and this will possibly always be the case.  There may be a 
need to look at other factors beyond sex, to determine the effects of single-sex education.  
Students enter the classroom with different social experiences and prior performance.  They 
are taught by teachers of differing quality and who approach teaching with differing 
objectives while utilising varying strategies.  Additionally, single-sex instruction is utilised in 
differing contexts, and this may need to be considered while assessing its efficacy.  
Consequently, the following section will reveal the examination of single-sex instruction 
91 
 
within the Jamaican context, utilising the case study approach for a broader and deeper 











This chapter provides details of my approach to designing this research.  I begin by engaging 
in a description of the research location to provide context, introduce the sex-segregation 
program and paint a picture of the location. Secondly, I provide details of the overall design 
by first providing a rationale for the qualitative descriptive case study approach.  Thirdly, I 
describe the data collection instruments used to gather the data. In this section I focus on the 
semi-structured interviews which provided detailed responses that added breadth and depth to 
the data, focus group discussions that provided feedback from individual participants and 
gave insight into group perspectives.  I also discuss the use of observation through which data 
that may have been omitted from interviews was ascertained.  The final part of this section 
focuses on questionnaires that provided the opportunity to gain a variety of perspectives from 
a large number of teachers and students. Fourthly, details of the processes involved in 
preparing for data collection, as well as what occurred both within and after the field will be 
outlined.  Afterwards, I provide details of the ethical considerations that have guided the data 
collection process as well as engage in a reflection on my positionality.  Finally, there is an 
outline of the strategies for data analysis and for ensuring the trustworthiness of the study.  
 
A Description of the Research Location 
 
Seaview High School 
 
The research was conducted on the campus of a fifty-one (51) year old coeducational 
institution that I have decided to refer to as Seaview High School.  It is a government-owned 
institution that is located in an urban area in Jamaica.  It was initially referred to as a 
secondary school but was later upgraded to a High school nineteen years after it was 
established.  This differentiation is significant in the Jamaican context as the names indicate 
the level of prestige associated with an institution, as well as the perception of the quality of 
the education being provided.  The renaming further influenced the school´s culture and the 
resources it had access to.   
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The school sits on a hill that overlooks the busy town in which it is located.  There were over 
2200 students enrolled at the institution and they were taught by 113 teachers.  These students 
were exposed to a wide variety of subject areas, taught from grade 7 to the sixth form level 
(grades 12 and 13).  Although it is a government-owned school, Seaview High School has 
had a close connection to the Anglican church which was instrumental in helping the 
government acquire land to construct the school. This relationship is important as the church 
is believed to aid in the moral and spiritual upliftment of the students. 
 
Like all Jamaican schools, the school days at the institution began with devotion, which refers 
to the time spent singing, reading the Bible, and praying.  Devotion was organized differently 
daily. Two days per week the students participated in general devotions, with all students and 
staff in attendance; one day they met in year groups, on another day they met for devotions in 
their homerooms which were single-sex classes, and on the fifth day, all the male students 
met for devotions while the females met in a separate group. After devotions, students moved 
to their classrooms with varying levels of urgency. 
 
At Seaview High School, the students were exposed to a variety of clubs, competitions, and 
sporting activities, many of which they excelled at, for example, performing arts and tennis. 
Teachers at the institution attempted to cater to the learning needs of the students by 
modifying the curriculum offered at each grade level.  This includes the Reform of Secondary 
Education (ROSE), Caribbean Secondary Education Certificate (CSEC), E-Learning and 
National Council on Technical and Vocational Education and Training (NCTVET) curricula.  
An assessment of the student´s academic performance by the National Educational 
Inspectorate 2015 highlighted that overall, students´ performance in national tests was 
unsatisfactory.  Their performance in the core subjects: Maths and English remained well 
below the national level.  It was also highlighted that large numbers of the cohort failed to sit 
the examinations indicating that an issue of under participation existed at the school. The 
challenges did not appear to be related to the students´ prior performance, as they entered the 
institution with higher results than the national average during the years assessed (2009-




It was those academic challenges that led to the establishment of the sex segregation 
program.  The program was introduced by the school´s principal who believed that male 
students had different learning styles and wanted to allow them to compete with their female 
counterparts.  Besides, by targeting their learning differences, teachers believed the boys 
would not be embarrassed by their peers. The program was also meant to target the behaviour 
of the male students, who were said to behave well when there was a teacher in class.  
Discipline was most evident when male students were participating in practical subject areas. 
The boys enjoyed those subjects very much and, on some occasions, they remained in class 
during the breaks and after school had ended. 
 
Additionally, the students at Seaview High School were from diverse economic backgrounds.  
According to the inspection conducted in 2015 by the National Education Inspectorate, a 
group responsible for assessing standards in the education system, most of the parents were 
self-employed or artisans while a minority are professionals mainly in the hotel sector or 
government and private organisations.  This economic situation was reflected in over 700 of 
the students being on the Programme of Advancement Through Health and Education 
(PATH) which provided them with free school meals. 
 
The foregoing took place in an immaculate or well-kept physical environment.  This may be 
because many garbage bins were strategically placed on the campus. This cleanliness was 
also evident in the classrooms where minimal trash could be seen at intervals. An important 
observation at this institution was that although the students were generally not incredibly 
quiet on campus, many of them tried to maintain discipline inside of the classroom.  In 
situations when indiscipline was displayed, discipline was administered by the Dean of 
Discipline, principal, or teachers.  Furthermore, leadership at school appeared to value the 
safety of staff and students. This was evident in the presence of several security guards and 
the use of security cameras at various locations on campus.  These security guards monitored 
the two entrances as well as the general campus. In sum, Seaview High school offers the ideal 




The Research Approach 
 
Why Qualitative Case Study? 
 
The qualitative research approach was particularly suitable for this thesis because it 
facilitated the interpretation of a social phenomenon, to understand the meaning social actors 
attached to their particular social environment (Silverman 2010; Bratlinger et al. 2005, cited 
in Gast and Ledford 2018).   This approach is contextual, in that it uses the natural setting in 
which the events occurred.  It allowed me as a researcher to enter the research context and 
gain insight through first-hand experience on-site.  Furthermore, it also provided insight into 
existing problems and unexamined areas (Gorman et al. 2005).  Considering this, it can be 
said that the qualitative case study approach supported my decision to collect data in a 
naturalistic setting (Laumann 2020) and provided a detailed description of the experiences of 
the teachers and students as they experience the sex segregation program.  Further, it allowed 
me to gather data using several data collection instruments and provided an in-depth 
description of the case being studied. 
 
Additionally, Gast and Ledford (2018) stated that qualitative case study research does not 
generally focus on attempts at testing hypotheses or making generalizations.  Instead, it 
focuses on exploring a specific context and making assertions (Stake 1995).  Considering 
this, I have designed this thesis in response to the literature reviewed in the previous chapter 
where it was evident that data on single-sex classes in a coeducational school was limited in 
comparison to data on single-sex schools in general.  Moreover, the lack of data on this topic 
in the Caribbean region and Jamaica, in particular, justifies the approach used in this study.  
This approach is also ideal as it allowed me to collect data through direct encounters with the 
participants.  However, it contrasted with the methodologies employed in previous studies 
conducted in the Caribbean such as those that assess the findings of previous research to 
reach conclusions regarding issues relating to, for instance, issues of gender stereotyping and 
academic performance (Pahlke 2014, Plummer et al. 2008) rather than utilising an approach 
that facilitates direct interaction with participants. Additionally, the methodological gap was 
noted in one study that carried out a comprehensive study that examined a cross-section of 
studies on single-sex education in a variety of research contexts.  Although the study has 
provided a wealth of information on single-sex versus coeducational schools, it failed to 
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engage the participants on a personal level and thus, the participants´ voices were absent from 
the data.  This is one advantage that my qualitative case study approach provides. 
 
Another methodological contrast that was observed in the reviewed literature on single-sex 
education in the Caribbean is the use of documentary analysis to collect data on single-sex 
and co-educational institutions.  The singular use of examination results does not provide the 
same depth and breadth in the data that is provided in my study through the use of the 
qualitative case study approach.   Besides, although the literature also indicated the use of the 
ethnographic research design which indicates an immersion in the culture of schools in five 
Caribbean countries, the study focused solely on achievement in Mathematics.  Furthermore, 
there was an absence of students´ perception of what underlay their underachievement in 
these studies. 
 
Additionally, the approach was appropriate as it aided in the fulfilment of my objective to 
gather information based on the social constructions and meanings applied by those who 
experience the sex segregation program. This format also facilitated my objective to produce 
rich, quality data which proponents of the positivist paradigm criticized for not being valid, 
reliable, or generalizable (Loh 2013; Morse 2015). Furthermore, utilising a research format 
that focuses on making meaning from social contacts, indicates the potential of my study to 
thoroughly explore this unique approach to addressing male underachievement in Jamaica.  
At the same time, it may be contrasted with the popular use of quantitative approaches used 
to explore single-sex education in the reviewed literature (Leo-Rhynie and Pencle 2002; 
Jackson 2012; Pahlke 2014; Sikora 2014; Dustmann et al. 2018). Although there are benefits 
to this research approach, I contend that they do not provide the same rich data that a 
qualitative case study provides. In addition to providing rich data, Guba and Lincoln (1994) 
suggested that it also promotes dependability, transferability and credibility as a central part 
of attaining trustworthiness in the study. 
 
The qualitative case study approach also allowed me to focus on answering how and why 
questions within a specific context (Jack and Baxter 2008) rather than a cross-section of 
institutions in various research contexts.  Further, the approach facilitated my decision to 
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conduct an open-ended, in-depth inquiry (Creswell 2014) into my specific topic of interest.  I 
could also focus on a limited number of participants within a specific geographical area 
where I could fully explore their experiences within their context.  By focussing on this 
´bounded system´ (Stake 1995), I could approach it with careful attention, thus producing the 
high-quality results (Yin 2014) that were needed for the interpretation of this case.  The 
literature suggested that case studies vary and the status as a methodology is sometimes 
questioned (Hyett et al 2014).  However, it is ideal for my study as it facilitated an 
investigation of the general experiences of the teachers and students. 
 
The strengths of this research approach did not only support the research questions which I 
sought to address in this study but facilitated research whose results may be deemed 
trustworthy.  For instance, it allowed me to access detailed information about both the 
students and teachers who experience the single-sex program in a coeducational context 
daily, and, notably, I had access to these teachers and students within the setting.  The 
qualitative case study approach also facilitated my use of purposive sampling to select the 
participants as opposed to the use of randomization in aspects of the literature (Dustmann et 
al. 2018) which does not target individuals known to be potentially rich data sources.  In 
addition to fulfilling the aims of my study, the qualitative approach also added to the 
credibility of the study.  This sampling strategy provided a diverse sample of individuals in a 
unique knowledge-rich environment.  Besides, this method of selecting the participants 
involved the selection of individuals who were knowledgeable and experienced (Creswell 
and Plano Clark 2011; Patton 2014) in the area being studied and were willing to reflect on 
these experiences and communicate this information.  It further contributed to the diverse 
perspectives of the stakeholder groups within Seaview High School, thus facilitating high 
quality, rich data which not only facilitated comparative analysis but added credibility to the 
study. 
  
The decision to focus on a single case in this study was also appropriate.  Researchers such as 
Stake (1995) and Yin (2009) suggested that the case study approach is appropriate for, among 
other things, studying programs. By utilizing this singular case study format, I could fully 
develop what Stake refers to as the descriptive approach which I have decided to employ. The 
benefits of this approach are reflected in the work of Gustafsson (2017) who stated that a 
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single case study is not as expensive or time-consuming as a multi-case study.  The approach 
facilitated a deeper exploration of the topic being researched and as a researcher, I was able 
to question old theories and explore new theories as I increased my understanding (Ruddin 
2006; Gustafsson 2017, cited in Mohajan 2018) of the use of single-sex instruction to address 
male underachievement. The process can be aided by the use of thick descriptions. Attride 
Stirling (2001) and Nowell et al. (2017) stated that qualitative researchers must engage in 
rigorous and methodical processes in conducting trustworthy studies.  In this regard, I 
engaged in detailed description and interpretation of the experiences shared by the teachers 
and students, intertwined with background details that aided in the presentation of quality 
data, as well as in understanding the case being researched. By doing this, I have created 
what I hope is a clear trail to illuminate the path to my findings. 
 
In addition to that, Yin (2011) describes the single case study as ´microscopic´ based on its 
sampling frame compared to that used in a multi-case study. Despite this and other similar 
criticisms, the approach remains unique (Ruddin 2006) and its credibility is enhanced by the 
increased rigour and the theories generated. In particular, I added rigour through an extensive 
data analysis process.  The process included coding and recoding the data to create categories 
and subcategories.  It further led to careful examination of the data collected and the 
condensation of the vast quantity of data into appropriate yet manageable themes while 
facilitating my reflexive contribution. 
  




The data for this study was collected using several data collection methods rather than by 
relying on a single method (See Appendices A, B and C).  According to Flick (2018), the 
researcher needs to focus on intuition in the field as she interacts with the participants as well 
as on making specific methods work rather than on formalized methods utilised in 
measurement-based research. Furthermore, while all methods have strengths, the selected 
method needed to fit the research questions and be sensitive to the research objectives.  In 
conducting the research, I needed to determine the best methods that would help in the 
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acquisition of an in-depth understanding of the case being studied.  In this regard, I chose to 
use several methods and employ the frameworks advocated by Guba and Lincoln and 
Richardson, to some extent, in collecting and analysing the data. One of the methods that I 
decided to use was the semi-structured in-depth interview.  According to Adams (2015), 
semi-structured interviews have been criticised for being time-consuming and labour 
intensive.  It also demands that the interviewer be smart, sensitive, and knowledgeable about 
substantive issues.  This research method did not only have the potential to provide rich data 
and a deep understanding of the single-sex program, but it offered several advantages that 
made it ideal for my study.   
 
My decision to utilise this research method was influenced by Marshall and Rossman (2005) 
who stated that a study that focuses on the lived experiences of individuals, typically utilises 
in-depth interviews.  Further, this research method facilitates conversations with one 
respondent at a time (Adams 2015).  Semi-structured interviews are useful when the 
researcher needs to ask questions (as seen in Appendix C) that the respondent may not want 
to speak candidly about in a focus group.  Additionally, this method is ideal for situations in 
which the researcher wants to conduct a formative evaluation of a program and wants to 
speak with staff or is examining unchartered territory (Adams 2015).  Considering this, the 
use of semi-structured interviews were suitable for my research into this unique academic 
program in Jamaica. 
 
The relevance of the semi-structured interview was further reinforced by Creswell (2009) 
who stated that the in-depth interview is useful when the participants cannot be directly 
observed as well as if there is a need to gain historical information from the participants.  He 
further stated that it allows the researcher to control the line of questioning.  The rationale for 
selecting this research method was also guided by the words of Brinkmann and Kvale (2018) 
who reflected the objectives of my study and were therefore quite influential in my decision 
to use this method to collect my data.  Their view is that the best way to learn about a 
person´s feelings, experiences, hopes and the world in which he lives, is to have a 
conversation with him or her. Other researchers, such as, Della Porta (2014) and Brinkmann 
and Kvale (2018) have also suggested that an in-depth interview is a particularly powerful 
way of capturing the experiences of the participants and the meanings which they attribute to 
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these experiences; they answer questions on their terms, and this allows for greater 
comparability (May 2011).  These statements reflect the objectives of my study and indicate 
why this method was especially helpful.  That is, as I was deeply interested in the meanings 
the teachers and students gave to their world and their participation in it.   
 
Finally, the semi-structured interview format is not only widely used in case study research 
(Hancock and Algozzine 2006) but it allows for the use of open-ended questions that capture 
the data needed to answer the ´how´ and ´why´ questions being explored in my study.  It 
generates information that represents the voices of the participants while minimizing my 
voice. From the perspective of Brinkmann and Kvale (2018), the interview goes beyond 
covering the meaning level to attempting to cover the factual level.  In this regard, this 
method supports my objective to elicit explicit and precise descriptions of the experiences as 
well as of the meaning attributed to said experiences. 
 
Focus Group Interviews 
 
Another research method that was employed in the study is focus group interviews.  A Focus 
group involves an informal conversation among a group of six to twelve participants about a 
specific topic (Longhurst 2016, Newcomer 2015).  This research method is a valuable 
approach and was of immense value to this research.  It was useful because it allowed me to 
gain rich and detailed insights into the beliefs, perceptions, and experiences of those who 
volunteered to participate in the discussion (Patton 2002; Carey and Asbury 2012).  This 
method can be used as a stand-alone data collection method, but I am influenced by the 
perspectives of Barbour (2018) and Dilshad and Ijaz Latif (2013) who stated that it may be 
used to support other research methods such as the in-depth interview and observation as it 
provides quality data in a social context (Patton 2002).  Focus group interviews can offer an 
interesting and enjoyable experience for both the participants and the facilitator.  According 
to Gorman and Clayton (2005), focus groups allow the researcher to collect data faster as it 
requires a shorter time commitment.  During the interview, participants are generally 
encouraged to interact with each other as this allows the researcher to also observe a range of 
beliefs.  Furthermore, it allows the researcher to observe non-verbal communication.  My 
decision to conduct two focus group interviews stemmed from my interest in gathering data 
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by encouraging free-flowing conversation among students who directly experience sex 
segregation daily.  This was particularly beneficial as it did not only aid in generating rich 
qualitative data, but also ´pluralistic applications´ (Cheng 2014).  Besides, focus group 
interviews are flexible and allow for deeper understanding (Daymon and Holloway 2002) of 
the case being studied.  These benefits have added to the quality of the data collected. 
 
Focus group interviews have also allowed me to meet the teachers and students in their 
natural environment (Casey and Kreuger 2000) and simultaneously gain varying perspectives 
on the students' experience of sex segregation. The interviews provided insight into the 
experience of the participants and allowed for a more holistic understanding of what is being 
studied.  They were also used to capture the attitudes (Baskarada 2013) of small groups of 
individuals to the research problem.  Focus groups are generally effective in providing 
substantial information that the researcher lacks about the subjects and for examining issues 
relating to marginalized groups in the society (Dilshad and Ijaz Latif 2013).  It is also 
invaluable when the researcher wants to achieve insights on people´s understanding and 
experience of the issue being studied (Kitzinger 1997).    
 
My decision to facilitate focus group interviews was further influenced by Newcomer et al. 
(2015) who stated that the questions should be sequenced to elicit details on the key areas 
being studied.  Her study reminded me that this type of interview does not have as its 
objective participants reaching a consensus.  While that is desirable in some instances, my 
study aimed to gather a range of opinions and experiences in the voices of those who have 
lived it.   
 
In recognizing the benefits of this method to my study, I took into consideration the 
perspective of May (2011) that the rapport of the group is of paramount importance.  The 
participants must be made comfortable and one way to achieve this was by facilitating 
general descriptions of their experience before they begin conversing on the specific focus of 
the study. Carey and Asbury (2012) suggested that once there is synergy in the group, the 
depth, and breadth of the data increase.  The size of the focus group is also important as 
larger groups tend to result in trivial and short responses being provided.  My decision on the 
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size of each group was influenced by researchers such as Newcomer (2015) and Longhurst 
(2015) who suggested a general group size of five to twelve participants. They stated that the 
group size varies based on whether sensitive or personal details are to be explored.  
Consequently, I decided to find a balance and include six students, including three males and 
three females between grades nine and eleven in each group.  Although these students were 
from three different grade levels, their varying perspectives were beneficial as they discussed 
the single-sex program from all angles. To acquire this data, I needed to, in many instances, 
organize and redirect the focus of the students to the topic being discussed.  This was 
important as it contributed to the clarity and depth of the data.   In sum, focus groups were 
helpful as they allowed me to listen to the perspectives of several individuals from the larger 




Another important research method was the questionnaire.  Questionnaires are quite 
ubiquitous in educational research.  They are normally used to collect information on various 
aspects of the school system (Siniscalco and Auriat 2005; Kazi and Khalid 2012).  A well-
designed questionnaire is an efficient way for the researcher to collect data from a large 
number of persons in a cost-effective manner. The open-ended question format was 
appropriate for this study because it allowed the students to formulate their responses and I 
could draw a range of themes from the data that was provided.  The format of this research 
instrument supported my objective to gather data on the experiences and perspectives of the 
students in their own words.  I chose to use the self-administered questionnaire so that the 
students could answer the questions without being influenced (Patton 2002) by me as a 
researcher and according to Kazi and Khalid (2012) this could lead to the addition of new 
information.  It also eliminated the biases associated with the stipulated responses found in 
closed-ended questionnaires (Reja et al. 2003).  
 
I acknowledge that there are disadvantages to using an open-ended questionnaire as opposed 
to the focus group or semi-structured interview.  The researcher is unable to explain 
misunderstandings and there are no opportunities for follow up questions.  Additionally, 
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closed-ended questions may result in a greater probability of all the questions being 
answered. To prevent this, researchers such as Kazi and Khalid (2012) suggested that the 
language used should be easily understood and the wording of the questions should be at the 
level of participants which includes consideration of both their educational level and culture. 
Further shortfalls are highlighted by Weller (2014) who suggested that the responses may be 
impacted by the memory limitations of the respondents and the research will not benefit from 
the comparability afforded by the structured closed-ended format.  Patton (2002)) argues that 
the comparability of the responses provided by the open-ended questions is strengthened and 
there are greater details provided by each person.  However, of greater significance is the 
willingness and ability of the participants to share their experiences and opinions with me. 
Despite the disadvantages, Parfitt (2005) made a valid point in his suggestion that this 
instrument is indispensable when a researcher needs data on people's attitudes, behaviour, 




Observation is described as an important and comprehensive method of data collection 
(Patton 2002; Ciesielska et al. 2018). It allows the researcher to capture verbal and non-verbal 
communication as well as first-hand knowledge of what happens (Twycross and Shorten 
2016) in the classroom.  This method of data collection allows the researcher to interact with 
the participants in their natural environment, which gives a clearer picture of the field 
(Schmuck 1997) as well as facilitates the comparison of the data to what is shared in 
interviews.  Further, the researcher can observe details that may have been omitted or 
exaggerated during the interviews.  Non- participant observation has been employed in this 
study because of its potential to provide data that offers a deep understanding of the single-
sex program that is being explored in the study.  
 
 During the observation, the researcher can sit at the back or side of a room and make notes 
(Jones and Somekh 2011) of what is occurring naturally.  She can observe the classroom 
surrounding while paying attention to what is occurring and writing about what is noticed.  
Observation complements the previously mentioned data collection instruments and allows 
for the collection of data on a large number of individuals simultaneously.  According to 
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Hames and Paolisso (2015), it facilitates the exploration of differences in areas such as age 
and sex. The unstructured approach was beneficial to my study as I was able to sit at the back 
and observe the proceedings without being obtrusive. I was also able to observe participation 
and behaviour to interpret the meanings of the events that took place in the classroom.  
Moreover, the immediacy of the data collection gave the process authenticity and allowed me 
as the researcher to take a keen look (Cohen et al. 2007) to gain another perspective on the 
sex separation program.  This research method also allowed me to draw on my knowledge as 
a teacher, as I engaged in the interpretation of the actions or activities in the classroom.   
 
Preparing for the Field 
 
Selecting and Gaining Access to the Research Location 
 
After selecting data collection methods, the next step in the research process was to select and 
access the research location.  Qualitative researchers often select the research location based 
on convenience of access and the respondents tend to be selected opportunistically (Payne 
and Williams 2005).  Although researchers may need to consider the convenience of the 
research site because of the effect it may have on personal and financial costs, the researcher 
also needs to select a location that is appropriate for the research and then regard gaining 
access as a separate consideration (Walford 2001).  
 
The selection of my research location was influenced by the fact that sex segregation in 
coeducational schools was not a popular phenomenon in Jamaica, so there were limited 
locations available to conduct my research. It involved careful searches which included 
enquiries at the Ministry of Education but that proved futile.  Further enquiries were made 
among teachers from across the Island whom I met in the Caribbean Secondary Education 
Certificate (CSEC) marking centre in Kingston, Jamaica where I worked as a marker. This 
marking centre was organized every summer by the Caribbean Examination Council, the 
organization that is responsible for the grade eleven and sixth form exit examinations.  
Hundreds of teachers from across the Caribbean meet at this location to mark the 
examinations for specific subject areas.  There were hundreds of teachers from various 
institutions in Jamaica, therefore I felt that this location would be an ideal place to learn about 
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any institution that was utilising single-sex instruction in coeducational schools.  The choice 
to study Seaview High school was, therefore, purposive (Patton 2002; Guest 2015) as it was 
the only coeducational secondary school that I found utilizing single-sex classes for some 
subject areas and would, therefore, be able to answer the how´ and ´why´ questions that 
formed the basis of the sex segregation approach at the institution being studied.  
 
After selecting my research location, the next important step was to gain access to the 
research field.  As a researcher, my objective was firstly to ensure freedom and integrity both 
for myself and the participants (Flick 2018) to later access, enter and generate data on the 
single-sex program that had been implemented at the institution.  Of course, this process 
required that I consider a set of moral principles. I needed to state the purpose of my study, 
the research questions I wished to answer, and my reason for conducting the study at that 
institution as I tried to negotiate access. This process of negotiating mutual expectations is an 
important part of gaining access (Flick 2009).   Upon initiating the data collection process, 
my first point of contact involved the so-called gatekeepers.  This process was not without its 
challenges.  The process required making contact via email and telephone conversations.  The 
administration was not initially receptive to my request to conduct this study at the 
institution, and it quickly became clear that no interviews would be conducted with one 
person with whom I had hoped to conduct an interview.  During a series of telephone 
communications in which I explained the reason for and objectives of my study, mutual 
expectations were expressed, and confidentiality assured. Afterwards, I was invited to visit 
the research location. Clarification of expectations was important as I needed to ensure that 
ethical concerns were resolved especially with regards to the participation of children.  Upon 
my arrival, I met with the Headmistress who consented to my access to the institution. I was 
given oral permission to interact with staff members and speak to those who were willing to 
participate. One condition for administering questionnaires was that I needed to do this in one 
section of the school as this was perceived as being disruptive. 
 
Entering the research field is considered to be distinct from, yet equally as important as 
gaining access (Kunda 2013).  Chughtai and Myers (2017) described this entry as a rite of 
passage. The research process is disruptive (Wolf 2004a) to the institution, thus after gaining 
access one challenge that may arise is the willingness to participate. Flick (2018) highlighted 
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the importance of reciprocity in this situation.  In my role as a researcher, I hoped to have an 
insider´s perspective. This could only be achieved if the participants trusted me.  A part of 
gaining their trust included respecting the participants' requirement that their workspace or 
learning setting is not severely disrupted.  Furthermore, according to Patton (2002) 
participants are also willing to engage the researcher if they think their cooperation is 
worthwhile.  Consequently, I ensured that the participants knew details about me as a 
researcher, as well as about the nature and purpose of my study.  They needed to understand 
how important they were to my study and felt valued in this process. Therefore, I attempted 
to build rapport by interacting with potential participants as I prepared to make sense of the 





After gaining access, selecting the participants who would provide the data was the next step 
in the research process.  Participant selection is considered to be one of the most important 
aspects of research design (Sargeant 2012) yet it has been described as one of the least 
critiqued activities in qualitative research (Reybold et al. 2013) because many researchers do 
not explain how participants were located, selected, and recruited (Arcury and Quandt 1999). 
The method of selection is done to attain the maximum information on the topic being 
studied (Hadi et al. 2012).  It must have a clear rationale that relates to the research question.  
To fulfil this rationale my objective was to seek the participation of teachers, students, and 
parents.  The teachers interact with students in single-sex and coeducational classrooms daily 
and were, therefore, able to respond to the objectives of this study.  I viewed all the teachers 
as potential sources of rich data since they functioned in a data-rich environment with both 
single-sex and coeducational classes. I was interested in participants who had experienced 
both and were willing to freely describe their experiences.  It must be noted that sometimes 
potential participants may be unwilling to participate in the research process while others 
may be incapable of providing data that contribute to an in-depth understanding of the social 
issue being studied.  The decision was made to include the perspectives of teachers and 
students and eliminate parents as a source of data because of the challenge faced in finding 
parents who had any knowledge of the program.   
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Quota and purposive sampling strategies were used to select participants among the teachers 
and students. In qualitative research sample size is often not predetermined but depends on 
how many participants are required to fully inform the study (Sargeant 2012).  Nevertheless, 
my use of quota sampling involved a pre-planned number of in-depth interviews, focus group 
discussions and questionnaires to be administered.   Quota sampling focuses on persons who 
are most likely to experience or know about the topic (Mack et al. 2005).  Further, Purposive 
sampling was used in the selection of participants for the in-depth interviews. According to 
Patton (1990) and Sandelwoski (1995), all types of sampling in qualitative research are in 
some way connected to purposive sampling.  This approach involves handpicking cases 
(Lewin 2011) and selecting specific individuals or groups that are knowledgeable or 
experienced in the area being explored (Creswell and Plano Clark 2011; Guest 2015).  
Purposive sampling was used as it supports my aim to gather data and understand the 
perspectives of the students and teachers who experience gender separation at the school and 
will further aid in understanding and contributing to the theoretical framework (Bernard 
2002).  Therefore, selecting people who could inform my study would benefit my objectives.     
  
I also employed convenience sampling in selecting the students who participated in the focus 
group interviews and questionnaires.  In a school population of approximately 2400 students, 
I anticipated that the students would be able to contribute the rich data required as they 
describe their experience of being educated in single-sex and mixed groups. However, they 
may be unwilling to participate in the process. This approach meant that participants were 
selected based on their location, availability (Acharya 2013), and willingness to participate.  I 
requested the participation of various students in the section of the school where data 
collection was permitted. This was followed by further discussions with their homeroom or 
form teachers who provided the adult supervision required as they decided if they wanted to 








Within the field: Collecting the Data 
 
Interviewing: Semi-Structured Interviews  
 
Within the research field, my approach to the interviews was informed by Guest’s (2015) 
perspective on purposeful sampling.  The informants included teachers who taught both 
single-sex and coeducational groups and were, therefore, data-rich sources.  Ten teachers 
volunteered to participate in semi-structured in-depth interviews, seven females and three 
males. (See Appendix F for demographic information, role description, and typology of the 
beliefs of these informants).    Mack et al (2005) and Gorman and Clayton (2005) also 
informed the approach which I took towards conducting the interviews.  They suggested that 
the participants should be informed about the broad research context rather than being given 
specifics that may influence their opinion before the interview begins. This information must 
be delivered honestly with no false expectations being given to persuade the participants. 
 
The informants indicated that it was difficult to participate in an interview during the school 
day because of the unique structure of the timetable at the institution.  Consequently, some of 
the teachers shared their telephone numbers with me while others agreed to participate in a 
skype interview.  Creswell (2012) sanctions this approach, arguing that it is acceptable in 
situations when the identified location is not acceptable, or it is impossible to use it.  He 
further argued that the use of an electronic method to conduct in-depth interviews is 
beneficial when the participants belong to different geographical locations.  The opinion of 
Miriam (2009) also suggests that by utilizing this method the emotional connection is lost, 
but I argue that the skype interviews furthered the connection started on campus and the 
telephone interviews also produced detailed, friendly conversations which yielded detailed 
perspectives on sex segregation at Seaview High School.  
 
The interviews lasted for a period of one to two hours and went through a series of stages.  
There were introductions, discussion of the ethical principles and providing informed 
consent, seeking permission to record and an opportunity was given to the informant to raise 
concerns on any area they wanted to.  After the interview, gratitude was extended to each 
informant.  I began each interview by attempting to build rapport or break the ice.  This was 
109 
 
done by engaging in casual conversation.  To maintain the ethical principles, I ensured that 
the informants were reminded of the objectives of the study, and they were always informed 
that participation was voluntary and could be aborted at any point during the interview 
process. 
 
Interviewing: Focus Groups 
 
Chughtai and Myers (2017) stated that after the hurdle of gaining access to the field, the 
researcher must then face the challenge of finding willing participants. Recruiting participants 
to participate in the focus groups raised ethical concerns as my research included teenagers.  
My concerns were with acquiring informed consent from a parent or guardian while 
maintaining the autonomy of the students.  (David et al. 2001) recognizes the complexities 
involved in achieving consent in the school setting because of the layers of gatekeepers who 
are involved. My decision on how to proceed was influenced by the research context.  
Limited access to parents meant that the authority figures within schools tend to act as 
proxies, permitting situations when the research is not invasive.  However, ´the students also 
had a right to give informed consent.  This consent was given after sessions in which 
information was provided in the classrooms.  Students were then able to decide whether they 
wanted to volunteer.  For some, sacrificing the time to participate was inhibitive.   
 
Two groups of students participated in the focus group interviews which were conducted in 
classrooms suggested by members of staff. As was previously mentioned, two focus group 
interviews were conducted, each of which lasted for forty-five minutes.  Permission for 
students to participate in the study and for the focus group interviews to be recorded were 
granted by the principal and form teachers. In conducting these interviews, I also took into 
consideration the perspectives of Mack et al. (2005) who suggested that before the focus 
group discussion begins, there needs to be oral or written informed consent.  I began by 
introducing myself to the students.  Consent was again sought from each participant before 
the interview began.  The students were told about the topic that was to be discussed and 
were advised that they could leave if they no longer wanted to participate.  Further, I asked 
their permission to record the discussion, and this was immediately granted. 
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I began by building rapport (May 2001) or breaking the ice (Fontana and Fey 2003) by 
engaging in general discussions about school life; then I proceeded by utilizing questions I 
had prepared, to guide the discussions.   The students engaged in dynamic group interaction, 
sharing their perspectives, and providing meaning within their context. The discussions were 
dominated by the three male students in each group, but the girls became quite forthcoming 
after being encouraged and told that they were in a safe space where their opinion was 
valued, and anonymity guaranteed by the researcher.  This provided an opportunity to 
observe the group dynamics and decipher how the students constructed meaning by observing 
interaction (Wilkinson 1999) among the group members. It also allowed me to compare the 
gendered interaction in these groups to what was described in the interviews and 
questionnaires.  
 
 Researchers such as Morgan (1988) and Krueger (1988) believe that the focus group 
researcher lacks the power to control the group discussion.  This perceived shortcoming was 
mostly absent from my focus group discussions.  Although there were moments when the 
discussion became spirited, students responded mostly in an orderly manner as they shared 
their perspectives on the topic. During those moments my actions were influenced by Miller 
and Crabtree (1999) who suggested that the researcher keeps the story flowing to ensure its 
competence.  Furthermore, I listened to the participants, indicated my interest in their ideas, 
and utilised the field questions to guide the conversations. I also took brief notes during the 




Questionnaires were also administered to seventy participants based on convenience (See 
Appendix A).  The questionnaires were administered during one scheduled break during the 
school day.  They were issued to volunteers in one section of the school, stipulated by a 
member of the administration. Although I desired a wider variety of participants from across 
the grade levels, I was guided by Mack et al. (2005) who indicated that it is important that the 
researcher is respectful and responsive to the direction of local experts and leaders. Thirty-
seven female students from grades seven (7), nine (9), ten (10), eleven (11) and twelve (12) 
completed the questionnaires while twenty-nine male students from grades seven (7) to 
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eleven (11) completed and returned the questionnaires. The students were informed that 
participation was voluntary, and they could withdraw from the process at any point.  They 
were further reminded that their names should not be written anywhere on the questionnaire.  
Four questionnaires were discarded as they were not completed and sixty-six were returned. 
During the process, there were a minimal number of students who required clarification of 
questions, which I felt indicated the questions were mostly unambiguous.  In the end, some 
students omitted questions, stating that they didn´t have answers to those questions.  This 
kind of result is supported by Boynton (2004) who stated that failure to fully complete 




 Faryadi (2019) suggested that observation is the most effective way of collecting data as one 
can directly observe the participants and listen to their conversations.  This perspective is 
arguable, but the method was useful as it allowed me to observe non-verbal behaviour and to 
develop an understanding of events that were not mentioned during the interviews or written 
on the questionnaires. The process began with discussions with teachers whose subject areas I 
was interested in observing.  I explained the nature, purpose, and procedures of the study.  
Informed consent was granted by six teachers who indicated that I could take notes but was 
not allowed to video the lessons.  To ensure the integrity of the research process, I needed the 
consent of all potential participants.  I also spoke to the students before each lesson and asked 
for their consent to include them in my research.  Nine lessons were observed in six classes.  
The students were between the age of twelve to fifteen years old and were between grade 
seven (7) and grade nine (9).  The lessons that were observed and the frequency of the 
observation were based on the consent given. Three classes were observed twice, and three 
classes were observed once.  Among these classes were two all-girls groups, two all-boys, 
and two coeducational groups.  The lessons that were observed included science, language, 
business, and social studies, each of which lasted for sixty (60) minutes.  These subjects were 
ideal as they gave insight into a cross-section of the major areas of studies in high school in 




I approached the observation process with an open mind to observe and understand the 
experiences of the teachers and students in their natural environment.  Despite this, I was 
influenced by Arvastson and Ehn (2009) who suggested that the researcher can enter the 
research field with an idea of the general areas to be observed.  I wanted to observe the 
interaction among students in single-sex and coeducational classes as well as the interaction 
between students and teachers, but I remained as unobtrusive as possible (Ciesielska et al. 
2018) as I tried to understand their experience of the single-sex program. 
 
Tracking the Data 
 
After collecting the data, it needed to be protected. The interviews were recorded using a 
recording software that was installed on my personal computer and the focus group 
interviews were recorded using my Android smartphone.  Upon completion of the data 
collection process, the recordings from the focus group discussions were uploaded to the 
computer.  According to Gorman and Clayton (2005), devices malfunction; thus, both types 
of recordings were then stored on google drive to ensure the preservation of the data. The 
recordings were then transcribed manually and mostly verbatim.  There was the use of dialect 
in the focus group discussions so in some cases there was a need for minor translation.  The 
transcribed data along with the notes from observing the lessons were then saved to my 
personal computer and later uploaded to google drive to safeguard against computer 
malfunction.  Finally, the data collected through questionnaires were also typed and saved to 
the computer.  During the process of transcribing and tying, notes and memos were written to 
reflect my understanding and interpretation of the events.   This also allowed me to engage 
with the data and to further determine whether the research objectives were being met.   
 
Procedure for Data Analysis 
 
 
Following data collection, the researcher engages in data analysis. Wong (2008) defines data 
analysis in qualitative research as the process of searching and arranging material that is 
acquired through interviews and observation notes to develop an understanding of a 
phenomenon.  Qualitative data analysis is also said to be interested in eliciting stories from 
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individuals and groups (Bamberger 2000) and searching for relationships and themes 
(Marshall and Rossman 2006).  To ensure the success of the process of analysis, Miller and 
Crabtree (1999) suggest that, among other things, the researcher should know her biases and 
preconceptions, be flexible, exhaust the data or try to account for all the data, consult other 
persons as she seeks alternative interpretations and celebrates anomalies as these have the 
potential to provide deeper insight into the data. My approach to data analysis is influenced 
by these perspectives.  The overall aim of this study was to explore, understand and interpret 
the perspectives of the teachers and students at one coeducational high school in Jamaica, on 
their views regarding utilizing single-sex classes as a strategy to address male 
underachievement. The process of data collection, coding, categorizing, eliciting themes, 
using analytical memos, and engaging with my reflexive self, have aided in understanding the 
perspectives on the use of single-sex classes as a strategy to address male underachievement.  
 
The approach used to analyse the data in this study was further informed by (Simons 2008, 
cited, in Esin et al. 2014) and Creswell (2014). Simons suggested that there are merits in 
combining the constructionist narrative analysis and a qualitative approach that focuses on 
content analysis.  Creswell (2014) also suggested that the qualitative researcher should work 
inductively, moving from the specific to more general themes. In my role as a researcher, I 
was actively involved in interpreting and attaching meaning to the data.  My approach was 
greatly influenced by Creswell´s approach to structuring qualitative data analysis. This 
suggestion included six steps. 
1. Data must be organized and prepared for analysis.   
2. Look at the information overall to establish meaning. 
3. Code the data. 
4. During the coding process, generate categories and themes. 
5. Determine how the themes will be represented. 
6. Interpret the findings. 
 
To analyze the data the inductive approach which involves identifying patterns in the data 
was utilised.  Thomas (2006) stated that this approach is often used in qualitative research 
although it often remains unnamed.  The use of inductive data analysis facilitates the 
condensation of raw data into summaries, the establishment of links between my research 
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objectives and the findings, and it generally led to the formation of a theory that underpins 
the experiences that are reflected in my study.  Thomas also indicated that data analysis 
utilizing the inductive approach begins with multiple readings and interpretation of the raw 
data to elicit data that are linked to the research objectives.  Further, analysis was conducted 
by developing codes and categories which were refined during the process of multiple 
interpretations.  
 
In organizing and preparing the data for analysis, I transcribed the semi-structured interviews 
and focus group interviews. I also organized the data from the questionnaires and observation 
notes, using Microsoft Word.  The initial stages of analysis involved repeatedly listening to 
the recordings and reading the transcripts to formulate my initial interpretation of the data in 
light of my research questions and objectives.  As I engaged with the data, I created some 
general code frames which became more focused as new ideas or codes were determined 
during the process of analysis.  Charmaz (2014) and Glaser (1999) suggested that initial 
coding requires that I scrutinize the data by focussing on what´s happening in the data, the 
areas it focuses on, and the participant´s concerns or things they take for granted.  To do this, 
I engaged in line-by-line coding initially, to ensure that I did not omit important data. Flick 
(2013) stated that this process has the advantage of allowing the researcher to gain a new 
perspective on familiar material.  This perspective is supported by (Terry et al. 2017) who 
stated that the researcher tends to refine and modify during the coding process as she seeks to 
make sense of the data and provide a rigorous foundation for the process.   
 
Primary coding was done using MAXQDA data analysis software.  This decision has 
received conflicting responses in the literature. St John and Johnson (2000) argued that the 
use of software for coding could cause the researcher to lose contextualized meaning while 
(Terry et al. 2017) stated that every researcher needs to determine the best tool based on her 
project context.  The use of this software, MAXQDA, allowed for the deconstruction of the 
data into meaningful, manageable units (Laukner et al. 2012). I also combined the use of the 
software with manual analysis employing notes and post-it to keep the narrative focused.  
Additionally, the process of coding was done several times, I utilised descriptive coding to 
note the ideas and concepts used in the data and In Vivo coding to record the specific words 
of the participants which I wanted to use.  I also engaged in focused coding (Saldaña 2009) to 
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record patterns in the responses provided by respondents or noted in the field.  These are 
typically recorded as themes. 
 
Once the coding process was complete, I utilised thematic analysis to create interpretive 
stories from the data.  At that point, my approach was influenced by Braun and Clark (2013) 
who stated that pattern-based analysis allows the researcher to identify features in the 
literature that answer the research questions. As I engaged with the data that I had coded to 
find patterns, I identified those that had salient features that addressed my research questions.  
This was an active process that required thoughtful reflection on the data.  Braun and Clarke 
(2006 and 2019) indicated that the themes do not passively emerge from the data or coding.  
Instead, they are actively drawn from the data as a result of analysis and interpretation of the 
data (see Appendix I).   Consequently, I engaged in a process of reflective and reflexive 
thought on the data and further focussed on a process of creative analysis to ´develop´ (Braun 




Ethical issues in research have become very important in light of society´s increased 
expectation of greater accountability (Haggerty 2004; Held 2006; Zegwaard et al. 2017,  cited 
in Fleming and Zegwaard 2018). These issues are present in various kinds of research 
especially in qualitative research due to the in-depth nature of the study.  The alleviation of 
these issues is believed to lie in the researcher being aware of the ethical principles: 
autonomy, beneficence, and justice (Orb et al. 2001).   
 
Ethical problems can be very subtle at times and extremely obvious in other cases in 
qualitative research It is evident in areas such as how the researcher gains access to the field 
or in the impact that the researcher has on the participant. The nature of qualitative case study 
research is to explore and describe people´s experience in their natural environment therefore 
ethics must remain central to each stage of the research process. My commitment to 
conducting ethical research involved, among other things, respecting the dignity of and 
protecting the participants from harm (Connelly 2014; Bell and Bryman 2015).  In this 
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regard, I committed to implementing safeguards to ensure this.  One of the required tasks that 
I engaged in, was to acquire approval from the University Ethics Review Committee at the 
University of Sheffield to conduct the study. 
 
Within the research field, my commitment to maintaining ethical standards remained at the 
fore.  One area of focus was on volunteerism. My consideration of volunteerism was 
informed by Steffen (2016) who stated that participants should not be coerced into 
participating in a study.  This can be problematic when decisions are being made by 
gatekeepers whose position of power could implicitly coerce (Miller and Bell 2012) 
participants. I mitigated this by informing all participants that participation in the research 
process was completely voluntary, and withdrawal without explanation was possible at any 
stage during the interview process. I must acknowledge that, although I gave the students this 
information, my position of power may have influenced the students' decision to participate 
initially or influence their hesitation to withdraw from the data collection process.  Despite 
this, I needed to consider the participant´s rights to be informed. Orb et al. (2001) referred to 
this as autonomy.  I honoured the rights of all participants by gaining their informed consent. 
Furthermore, through discussion about the nature and purpose of my study, I was able to 
negotiate the trust (Kvale 1996) of the participants. 
     
The principle of beneficence has also influenced my research. According to (Orb et al. 2001) 
the researcher has a moral responsibility to protect the participants from harm.  One way in 
which this needed to be done was to provide anonymity and confidentiality (Sanjari et al. 
2014).  These areas tend to be of ethical concern in qualitative research so to protect the 
participants I ensured that before starting any conversation, details on the consent form (See 
Appendix D) were reviewed with the participants.  Further, anonymization was employed in 
my use of questionnaires, focus groups, and observation.  Students who completed the 
questionnaires were informed that no names should be included, therefore, guaranteeing that 
there was no personal connection to the data or their personal information.  Similarly, the 
students who participated in the observation were guaranteed anonymity as the researcher 
remained unaware of their identities. The participants in the focus group discussions and the 
teachers who participated in the in-depth interviews were guaranteed confidentiality as all 
identifiable details were adjusted to ensure there was no ethical compromise. 
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Confidentiality was limited in any references to administration due to the few persons 
working in that capacity and the unique roles that exist in this area.  However, all participants 
who provided details of the program through interviews or questionnaires were protected.  
Steps were taken to adjust personal details such as names and subject areas.  Securing the 
data is also of ethical importance; thus, identifiable details about the participants were 
immediately changed and then saved on google drive.  It was therefore only accessible to me, 
the researcher.  Additionally, the research site was also protected.  A pseudonym was used 
and due to the unique nature of the program being researched, the location and other unique 
features of the school were omitted. In my use of quotes by the participants, I, therefore, 
decided to utilise pseudonyms to ensure that neither the data nor personal information could 
be connected to any of the participants. 
 
As I navigated the research field, other ethical issues had to be considered.   The involvement 
of minors in a research project raised ethical concerns.  They were asked to discuss issues 
relating to sex and gender as well as topics that were topical in the Jamaican education 
discourse and which may have been uncomfortable to many of them.  Besides, my use of 
focus group discussions for data collection required that I engage with small groups of 
students from different grades who shared their experiences of the sex segregation program.  
This situation could cause some participants to feel pressured to join because their friends 
agreed to participate even though they may feel uncomfortable with participation (Felzmann 
2009) while others could feel obliged to share their opinion with me because they recognized 
me as an adult who, based on Jamaican culture, deserves respect and cooperation.  I also 
recognized that group participation may lead to groupthink as sometimes, ideas that were 
shared by some participants, were met with agreement by most, and sometimes all other 
participants. In consideration of these eventualities, I impressed upon the students that 
participation should be voluntary and their decision to participate should be autonomous. 
 
The standards of confidentiality were also threatened in the focus groups.  The nature of the 
focus group meant that both the researcher and all the participants were privy to the ideas 
being discussed. It also meant that confidentiality could not be guaranteed.  Although I 
implemented measures to protect their identities and opinions, I was aware that this could be 
breached by other members of the group.  Therefore, I began the discussion by discussing the 
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procedures for maintaining confidentiality for all participants.  I utilised the perspectives of 
Sim and Waterfield (2019) and Longhurst (2003) who indicated that participants should be 
asked to maintain discussions as confidential.  With this in mind, the participants in the focus 
groups were asked to treat all conversations as confidential and to honour the other 
participants by not sharing the ideas that were discussed with non-participants. Despite, this, I 
acknowledge that the challenges posed by focus groups cannot be completely mitigated by 
this agreement.  
 
Additionally, the nature of the topic being explored raised other ethical issues.  The 
perception of masculinity in Jamaica meant that participants may either have extraordinarily 
strong opinions on being educated in a single-sex class or they may not communicate their 
opinions honestly.  My positionality as a teacher prepared me for the possible reactions of 
both male and female students to the single-sex classroom. I encouraged them to speak freely 
which revealed that some students were willing to engage with “sensitive and potentially 
upsetting issues” (Felzmann 2009, p. 107) while others remained quiet and had to be 
encouraged to participate in the discussion.   
 
Finally, during the interviews with teachers, I was faced with the issue of informants who 
were hesitant to provide details on some areas, especially if it presented them negatively or 
could be perceived as critical of administration or their colleagues. In other situations, they 
mentioned areas of concern, such as the belief that homosexuality could result from being in 
a single-sex class but remained hesitant to expand on these perspectives. The teachers were 
reminded that the process was voluntary, and they should provide details that they were 
comfortable sharing.  Furthermore, as the process was voluntary, they were reminded that 
they could stop the interview f they desired to.  Further, they were also reminded that there 
would be total confidentiality, which led to greater openness by the informants. 
 
Researcher Positionality, Reflexivity and Reflection 
 
Reflection is fundamental to the qualitative research process. It involves the researcher acting 
as both the subject who engages in thoughtful reflection and the object being reflected on 
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(Mortari 2015). As I embark on this reflective journey I am reminded by Hertz (1996) that as 
a reflective researcher I need to do more than report the findings of my research.  I need to 
also explain how these findings were constructed.  I engage in this process cognizant that my 
interpretation of what I see and experience in the field are influenced by my preconceptions, 
therefore my reasoning shapes how the findings are understood.  It is therefore important that 
I look inward and utilise transparency (Steier 1995) in my reflection on how my subjective 
framework has impacted my research.  This is important for the validity and trustworthiness 
of my research.  To establish the trustworthiness of my study, I use this section to reflect on 
and discuss my positionality, the positionality of the research participants, and how these 
interconnect as I explore sex segregation at Seaview high school. 
 
Researcher positionality is integral to the qualitative research process as it highlights the 
researcher´s worldview and the position he assumes on the topic he is studying (Foote and 
Bartell 2011, Savin-Baden and Major 2013).  Positionality is unique to a researcher and 
affects the complete research process.  According to Foote and Bartell (2011) the personal 
experiences that shape a researcher´s positionality, influence what the researcher brings to the 
total research process. It influences the research methods that are selected as well as the 
interpretation and outcomes. In this regard, I acknowledge the effect that my positionality 
could have on my research, its potential for researcher bias and subjectivity influenced by my 
philosophical position and other assumptions (Sikes 2004):  In particular, I acknowledge that 
the totality of my research is influenced by my belief about social reality, assumptions about 
the way we interact with the environment as well as my social and professional experiences. 
 
In conducting this research, I recognize that I am the main instrument for data collection so it 
is logical to expect that my `beliefs, political stance, and cultural background` (Bourke 2014, 
p.2) will impact the study.  In this regard, I embrace the view of (Carr 2000, cited in Holmes 
2020) who noted that education research is not usually value-free.  As such, I am required to 
locate my values and beliefs regarding how I decided to design and conduct my study.  This 
process requires that I engage in reflection and adopt a reflexive approach as I try to 
understand myself in the research process.  The reflexive approach which informs my 




My positionality in this study is shaped by several aspects of my social identity.  Firstly, I am 
a black, female teacher who grew up in a working-class family in Jamaica.  Secondly, my 
positionality is shaped by my background as a past student of a single-sex institution and as a 
teacher of all-boys, all-girls, and coeducational classes.  Further, my cultural, religious, and 
linguistic identities also inform the positions I have adopted in this study.  I am reminded by 
Homes and Gary (2020) that positionality is never fixed but is informed and shaped through a 
reflexive process.  In this regard, I believe that my age and experience as an immigrant in 
Germany have influenced my interpretation of some of my experiences during the research 
process. Additionally, I approach the study as an insider being informed by (Griffith 1998, 
cited in Mercer 2007) and (Berger 2015 and Teh and Lek 2018, cited in Dodgson 2019) who 
stated that a researcher´s insider position is determined by, among other things, sharing 
personal characteristics such as gender, race, class, sexual orientation, and skin colour. 
 
The participants in my study have also approached this study shaped by their unique 
positionalities.  The informants in my in-depth interviews are black teachers who have 
experienced teaching single-sex and coeducational classes in the same institution.  This gives 
them a unique experience that I hope will influence how male underachievement is addressed 
in Jamaica in the future.  They are authority figures whose worldviews are shaped by their 
political, cultural, and religious identities.  Besides, their decision to participate in my study 
may be influenced by our interconnected interest in finding a solution for male 
underachievement in Jamaica.  The students´ positionalities are also shaped by their ethnicity, 
age, social class, and sexual orientation.  Further, their perspectives are also influenced by 
their cultural, linguistic, and religious experiences. 
 
My conception of this study began one year after my doctoral journey began.  It was inspired 
by my background as a high school teacher. Having worked in a variety of institutions, I had 
personal experiences of the differences in the educational achievement of males and females 
in Jamaica. This background provided me with some level of insider knowledge which 
helped me to develop rapport and engage in comfortable discussions with the teachers.  It 
also helped me to interpret the meanings associated with implementing sex segregation at this 
institution. Simultaneously, it also forced me to acknowledge that my experience of 
differential gender achievement is unique to the institution in which I had taught, and I 
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needed to focus on the specific school context as I interpreted the experiences that were 
specific to Seaview high school.  
 
Additionally, I acknowledge that my position as a teacher could potentially influence the kind 
of information that the students share.  Teachers are perceived as authority figures in Jamaica 
and students tend to address them respectfully.  Our interaction was characterized by mutual 
respect and despite the power dynamics associated with these relationships, the students were 
influenced by their youthful exuberance and desire to share their experience with someone 
they believed could potentially effect change. 
 
According to Irvine et al. (2008), when a study involves a minority language, rigour is 
enhanced when the researcher shares the language and culture with the participants.  My 
cultural and linguistic identities intersect that of my participants who often utilised dialect as 
they gave insight into their experience.  This insider knowledge meant that I did not only 
understand the ideas being expressed, but I was also able to gain insight from the tone used in 
expressing ideas and later describe their experience using their voice. 
 
The participants´ approach to the study is further influenced by their gender and religious 
identities.  Gender impacts their interpretation of the experience of being placed in single-sex 
classes.  As they described their experience, it was evident that their worldview was further 
shaped by their sexual identity which was also connected to their religious and cultural 
identities.  As a Jamaican researcher, I have had similar cultural influences; however, I have 
also been influenced by the German culture which places less emphasis on one´s sexuality. I 
acknowledge my responsibility to share the experiences that are specific to the research 
context while recognizing that my subjective perspective may influence how I present these 
stories. 
 
The trustworthiness of my study is also connected to how I decide to analyse the data.  My 
study wss influenced by Richardson´s crystallization approach which focuses on the use of a 
variety of data collection and analysis methods to establish the credibility of my research 
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results. This approach is especially appropriate as it supports my effort to incorporate rigour 
(Johnson 1999, cited in Tobin and Begley 2004), credibility, dependability, transferability, 
conformability (Guba and Lincoln 1985) which all contribute to the general trustworthiness 
of my study.   Richardson (2005) proposed this approach, citing that it provides a kind of 
three-dimensional angle of analysis that facilitates a more “deepened, complex and 
thoroughly partial understanding of the topic” (p. 1417).  She promoted a deconstruction of 
the idea of “validity” and the importance of the researcher´s interpretation of the topic. 
Further, I utilise language as an interpretive tool to produce the meaning of the experiences 
shared by the participants through varying data collection methods.  This process calls on me 
as a researcher to understand myself reflexively and to nurture my voice in my writing 
(Richardson 2018).  Tobin and Begley (2004) confirmed the importance of the voice, 
methodology, and reflection on the topic being studied, as well as the participants, as 
significant steps in this type of naturalistic study.  During the process, I represented the 
perspectives and stories shared by the participants in a coherent manner. Their actions, 
opinions, and vulnerabilities are highlighted while recognizing the influence of my 
positionality as a qualitative researcher.    
 
Notwithstanding the positives, I acknowledge that the format of qualitative case study 
research has been criticized for the difficulty in maintaining anonymity and confidentiality 
and the researcher´s presence possibly influencing the responses of the research subjects 
(Ospina 2004). It is also criticized for lacking rigour and offering a biased interpretation of 
the data (Zainal 2007). I was however inspired by writers such as Silverman (2006), 
Richardson (2003), and Guba and Lincoln (1985) who have offered alternative frameworks 
that ensure rigour in qualitative research. Guba and Lincoln (1994, 1985) argued that 
credibility is one of the most important ways in which trustworthiness is established in 
qualitative research.  To inspire confidence in my research, I employed the use of a variety of 
well-thought-out research methods to elicit information from various participants.  These 
methods were supported by appropriate questions which have illuminated the experiences of 
groups of stakeholders in the institution being studied.  By utilizing a variety of established 
research methods, the information can be compared to establish patterns.  In addition to 
collecting data that presents the perspectives of the stakeholders at the research site, I utilised 
official CSEC examination results compiled by the Ministry of Education in Jamaica for the 
High school being studied to do a comparative analysis (See Appendix E).  This provided 
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another perspective and supported the teachers´ description of male-female academic 
performance at the school. Further, the time spent interacting with the participants (Erlandson 




Chapter four presented the methodological framework for my thesis. It rationalised my 
decision to utilise the qualitative case study approach which has been presented as an 
effective approach to studying this unique educational strategy in the Jamaican context. 
Further, it presents contrasts with previous studies that focused on academic outcomes or 
achievement in mathematics in other cases as they attempt to explore male 
underachievement.  These studies have also been seen to utilise examination results rather 
than by exploring the lived experiences of the participants in the study. 
 
The chapter also focussed on the activities involved in preparing for the research field, 
collecting data within the field, and later protecting the findings after the field, in preparation 
for analysis. Additionally, the chapter outlined how my positionality and that of the 
participants informed my study´s design, interpretation, and analysis.  As such, it sets the 
















In this chapter, I present the findings of this study. I begin with an overview of the main 
themes and findings.  Afterwards, I engage in a discussion of the data that answers the 
research questions. Firstly, I discuss the data that respond to why the program was 
implemented and how this was done.  In this section, I share the perspectives of the teachers 
and students on the genesis of the program.  By doing this, it is evident what knowledge 
teachers and students have about the reason students have been separated based on their sex.  
In the following sections, the experiences of the teachers and students are presented based on; 
(1) themes that highlight the perceived advantages of sex segregation (2) themes that are 
associated with what the participants regard as the negative aspects of the program and (3) a 
summary of the teachers´ opinions of boys and girls and (4) a report on the participants´ 
perspectives on the future of the program. 
 
In the first section, I discuss the conflicting perspectives on the academic effect of sex 
segregation.  I also discuss the perspectives on competition, reduction in distraction, student 
participation, leadership skills and the sex-focussed teaching strategies that are thought to be 
facilitated by sex segregation.  In the second section, I focus on those factors that challenge 
the sex segregation program.  Here I discuss disruptive behaviour, class size, and 
homophobia. 
 
Finally, I present the data that summarise the teachers´ and students´ perspectives on single 
sex versus coeducational classes, the teachers´ beliefs about boys and girls and finally, the 
teachers´ views on the way forward.  These perspectives are supported by the direct words of 





The Main Themes and Findings 
 
This study has demonstrated that there are differences in the perceptions held by teachers and 
students regarding the sex segregation program at Seaview High School. The findings 
illustrated that although the teachers and students were operating within the same space, their 
knowledge of the reason for the establishment of the program and their experience of it 
differed.  Furthermore, some of the teachers and students generally had favourable opinions 
of the program due to the perceived benefits in areas such as academic performance, 
leadership skills increase in focus on academic work as well as the potential for sex-targeted 
lesson planning.  It has also been shown that it positively impacts students´ confidence and 
willingness to participate in their class activities.  There was no agreement among all 
participants on any of these perspectives. Thus, the conflicts are represented in the discussion 
of these findings.  
 
 Many of the teachers and students also shared ideas that depicted unfavourable 
characteristics of the program.  These findings illustrated that it exacerbates indiscipline 
especially in the all-male classes, fails to impact academic performance, hinders the 
development of social relationships, and creates a fertile environment for homophobia. The 
findings have also illustrated that one cannot conclusively state that sex segregation is 
beneficial to students.  This is evident in the conflicting perspectives of the teachers and 
students who participated in this research.   
 
Knowledge of the Program  
This section begins the discussion by highlighting the data that addresses the first two 
research questions.  It illustrates what the teachers and students knew about the genesis of the 
sex segregation program. 
 
Although the students and teachers at this institution experienced both single-sex and 
coeducational instruction daily, the inquiry indicates that many of them had little or no 
knowledge about the reason for the establishment of the program. According to Mati et al. 
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(2016) including students in decisions tend to impact educational outcomes and lead to 
improved academic performance.  The data revealed that students were excluded from the 
process.  Notably, many students who completed the questionnaires had no clear knowledge 
of why the program was implemented.  They had individual thoughts about it, but many 
students shared that they were never told why they were being separated, although, according 
to one participant in focus group one, “everybody in the school is in an all-boys or all-girls 
form class, miss.”  The inquiry also indicated that there was a general feeling of exclusion or 
of having this program foisted on to them and there was no difference noticed in the 
knowledge held by students from different grade levels. This failure to engage the students in 
a discussion could be one of the reasons for the negative attitude displayed by students 
towards being placed in single-sex classes. This was expressed in comments such as, “I feel 
like the idea is stupid”, “It is unnecessary” and “It is not a good idea”.  Conversely, by 
involving students in salient issues that impact their lives, they are more likely to understand 
and accept the motives (Oni and Adetoro 2015). 
 
The data also indicated that teachers were more aware of the reasons for implementing the 
program.  Despite this awareness, many of the teachers highlighted that there was limited 
staff involvement in the implementation of the program. Teacher Nine, a senior teacher at the 
institution, indicated that after the program had already started, teachers were given a 
questionnaire to ascertain their input regarding the functioning of the sex segregation 
initiative.  Many of the teachers failed to complete and return this questionnaire, indicating a 
possible lack of will, or possibly a strategy used to register their disagreement with the 
establishment of the program.  Additionally, they generally felt uninvolved in decisions 
regarding the implementation, maintenance, or potential abolition of the program.  The 
teachers generally knew what the overarching objective of the program was, but they 
provided conflicting data on the duration of the project. The consensus was that the program 
had been implemented between five (5) and seven (7) years before. The variation may be due 
to teachers being employed at the institution after the inception of the sex segregation 
initiative, teachers have forgotten or have not thought of it in a long time and were therefore 




Conflicting Academic Effect 
 
The data gathered from the teachers and students who participated in the study also indicate 
that there is no conclusive evidence on the academic effect of separating students based on 
sex. Some participants reported advantages for specific groups of students while others 
regarded their experiences of single-sex education as providing greater drawbacks. The 
teachers reported that the initiative was necessary because the females continuously 
outperformed the male students. This imbalance was noted in the coeducational environment 
where boys appeared to be less confident than girls due to their academic superiority.  This 
was highlighted by Teacher Four who stated that: 
“… It started partly because the girls are always coming first. In the mixed classes, 
the girls are always getting the trophies so they set up the classes to give the boys a 
chance so they can come second and third. So, they have to put them in their class to 
get their award so that the school can be happy for them; so that is why it was set up. 
And also, to help them as males to understand that we can't allow being in a female 
class to affect you - because they are shy at times to get up and ask questions because 
the females are there and they might laugh at them and because they have a girl in the 
class that they like, they're afraid to do certain things. This will help them to focus 
more on their schoolwork and the task at hand because it's an all-male class. They 
don't have time to be playing and that sort of thing. They have to focus on the task at 
hand. These were some of the reasons why it was set up." 
Teacher Four also saw this separation as a way to “give them strength and more training 
ground to show how great they are in terms of learning and understanding the different 
content areas”.   
 
Although the separation targeted males, Teachers One and Two indicated that there were still 
disparities in the academic achievement of male and female students.  Male students 
continued to score the lowest class averages, indicating that the separation did not appear to 
be meeting its objectives.   This is evident in the statement made by Teacher One, “at my 
school, the girls are outdoing the boys' performance …yes…academic performance”.  The 
data further indicated that there weren´t vast differences in the scores attained by males and 
females as is evident in the minimal differences in the class averages scored by students in 
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different types of classes. It further indicated that although the female students were 
displaying higher grades in class, the data did not show either group being at a significant 
advantage.  Teacher Nine stated that, 
 “in general, probably the girls' classes might have the higher averages, but the 
difference between the highest and the lowest is not significant, we´re talking about an 
average that a top-class has the average of 55 and the bottom might be 44, but you will 
find two of the girls at the top and you might have the boys classes at the bottom but 
the nearest one to the bottom might be a girls class also.” 
 
The conflict in the data went beyond the segregated groups to show that academic advantage 
was enjoyed by students in the coeducational classes. This experience was shared by both 
Teacher Three and Teacher Five who stated that the coeducational groups continued to 
outperform the other types of classes. It is noteworthy that after five to seven years of 
utilising sex segregation, coeducational classes continued to dominate specific year groups.  
Teacher five confirmed this in the statement, “at Seaview High school, the class average is 
not too great, the example of a class average for a mixed class is 60%, for girls’ class it's like 
53% and for a boys class it can be in the 30s or in the 20s.”  The contrast in the perspectives 
on academic performance was a clear indication that one cannot assess the students as 
homogenous groups, because they all enter the classroom with unique interests and 
experiences which contribute to their variegated performances.  
 
The data further revealed that students have idiosyncratic experiences with the sex 
segregation program.  Consequently, one cannot generalise about all-boys or all-girls at 
Seaview High school. This was evident in the contrasts presented by informants such as 
Teacher Eight who shared that “I'm not finding the mixed group doing better. I find where 
either the boys´ group or the girls´ group is doing better than the mixed group”. Teacher One 
observed that boys were improving as a result of the sex segregation but stated that of the two 
subjects that she taught, girls dominated the numerical subject, while the boys dominated the 
subject that focused more on reading and current affairs. Additionally, the boys enjoyed and 
participated in discussions on current affairs. This contrast appeared to astonish the teacher 
who said, “Yes, the boys really discuss. I can look forward to having discussions with 
them…yes yes”.   
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The student's attitude towards the subject areas was also seen to influence their academic 
performance.  This was reflected in the description of what occurred in the classes taught by 
Teacher Three.  She had boys´ classes in which students attained 100% pass rate at times and 
girls´ classes in which students attained 100% pass rate at other times in the same subject 
area.  This may be a result of students´ attitudes towards specific teachers and subject areas.  
Teacher Three stated that boys´ classes that were deemed the worst in the school by many 
teachers have responded positively to her, and she has had successful results from the same 
group of boys.  Thus, when students liked a subject or teacher they may reflect this in their 
effort towards various tasks.  
 
 
Despite the aforesaid, it must be noted that some of the male students had improved and were 
doing well. Teachers Nine and Ten admitted that there were always some male students who 
performed very well.  For example, one male student passed fourteen CSEC subjects, but the 
teacher attributed his success, not only to his academic capabilities but also to his supportive 
parents who had invested time and money to get him extra help with his schoolwork.  
Furthermore, Teacher Nine reported that “we always have a couple of boys who outperform 
the girls. Only a percentage of them might not be as good as the girls; a couple of them have 
always done well but overall, I don't think it (the segregation) has an impact.” 
 
 
Teachers also reported that academic performance in a subject area is sometimes impacted by 
a student´s personality.  One language teacher, Teacher Ten, shared that in her coeducational 
class female students outnumbered male students: nineteen to six.  The boys in the class were 
described as quiet and well behaved; interested in the language course because they chose to 
study it.  This contrasted with the experience of Teacher Nine who taught one of the 
vocational subjects.  This area was typically dominated by boys both numerically and 
academically.  He stated that girls typically did not dominate the practical components of the 
course: “the girls I guess in general, in my experience, when you are doing paperwork or like 
when you give a written test, the girls tend to come out ahead of the boys.  But for the 
practical work, the boys come out on top. You might find that one of the girls or two of them 
might show an interest, but often they take up a saw and they complain that they can´t do this 
or that.” This information supports the stereotypical perspective in the reviewed literature that 




Additionally, some of the teachers, such as Teachers One and Eight, believed that the girls´ 
groups were generally superior in academic performance and conduct; however, they noticed 
that there were some advantages to educating male students alone.  However, one 
interference in the process was that all boys´ classes were often assigned labels to which they 
often responded. For instance, one teacher stated that those who were told by their teachers, 
that they were in the worst class, tended to respond accordingly and produced poor results 
(Teacher Three).  If students were responsive to labels, positive reinforcement in the form of 
motivation would likely lead to improved academic performance. This perspective is shared 
by   Keller and Suzuki (2004), Joo et al. (2015)  and Schumacher and Ifenthaler (2018) who 
stated that motivation is a key ingredient for achievement. 
 
   
Fostering Competition in the Classroom 
 
Another area that was seen to be positively impacted by sex segregation is competition 
among students in single-sex classes. Competition towards academic improvement existed 
among male and female students in the single-sex groups. Teacher Ten reported that “Among 
the male classes they have a spirit of competition where everybody tries to reach the top spot 
or get the highest average” while another teacher shared that “girls … have more of academic 
competition. Girls would have a feud about coming first in the class. And if they are not the 
brightest this year, they are going to beat you next year but the boys don´t care.”  These 
reports indicated persistence among the girls who were generally regarded as being more 
focused by the teachers. However, sex segregation offered male students the opportunity to 
be placed first in their class instead of occupying one place in the top ten in a mixed class as 
was reported by one teacher.  When students had this type of opportunity, it was seen to 
foster a spirit of competition. As a result of this increased competition, Teacher Four noticed 
an improvement in the class averages in her male classes. This was because “all the males are 
now competing saying I want to come 1st, 2nd, 3rd, 4th.”    
 
The competition did not only take place in the classroom for academic outcomes.  Based on 
Teacher Five´s experience, the boys tend to focus on competing for non-academic reasons in 
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the classroom.  She stated that there were two types of competition in her classroom. “One is 
a testosterone competition, and one is an oestrogen competition - which girl can be the most 
popular in the class, which girl can be the most tricky in the class, which girl can be the most 
helpful, which girl can be the quietest. In the boys’ class, it's the same thing: which one of us 
can be the Don, the alpha male, yeah, but when they're together, it's that the girls don't want 
to show the boys they talk too much, and the boys don't want to show the girls they talk too 
much. There tends to be less talking and more focus okay.”  Similarly, Teacher Three saw 
competition in the boys´ class “to see who is the ´baddest´ in the class but when they are with 
the girls, they are more settled in.”  The competition was sometimes also for academic 
outcomes.  
 
Reduces Distraction and Improves Focus  
 
Although the classroom facilitates competition, many students found various forms of 
distraction within the environment.  Both teachers and students reported that they believed 
coeducational classes tend to contain distractions. For instance, boys and girls themselves 
were described as forms of distraction to each other. Teacher Eight and Teacher One stated 
that ´girls were often distracting to boys. ´ This statement is representative of the tendency to 
sexualise the female body.  By perceiving them as distracting, responsibility is transferred for 
at least one factor that impedes male academic focus to female students. It implies that boys 
have limited control over their reaction to girls and further suggests that as females they 
possess characteristics that would distract their male counterparts.  This idea was also 
expressed by many students who made statements such as “schools would be a better place 
without the distractions of the other gender sic interrupting us”, “girls might not be able to 
concentrate in a class with the same gender sic”.  These ideas may have resulted from what 
some students described as a prevalence of students being “assaulted”, “engaging in sexual 
conduct” or “feeling-up” which refers to fondling in the coeducational classes. Although 
relationships among students are natural, reference to ´assault´ conjures an image that 






An interesting difference in the overall beliefs in this area is that teachers appeared to focus 
on girls distracting boys while the students indicated a mutual distraction of each other.  Their 
statements indicated that they believed distraction in the classroom may also result from 
students being very talkative or playful.  This was reflected in the statements: 
 
 “When the classes are mixed, the students tend to communicate more causing the 
males average to be lower than the girls although the girls average will also be low”.  
 
“When you have a class with boys, they do not do well in the school work and they 
like to play with each other.” 
 
 Many of the participants also believed that the sex segregation program helped both males 
and females to focus on their lessons. Both teachers and students appeared to believe that 
more boys than girls negatively impacted the coeducational classroom environment; 
however, one student suggested that girls also had a negative impact on boys´ academic 
performance.  One student stated that “when the boys are mixed with the girls the girls tend 
to talk more which causes the boys´ level of learning to drop.”  The data further indicated that 
many of the students support sex segregation because they believed it helped them to focus 
and ultimately resulted in improved academic performance.  This was shared by one student 
who said it “helps us to concentrate more on our schoolwork.”  Additionally, they claimed to 
be better able to focus because in the single-sex class “the males do not try to impress the 





The data also highlighted student participation as an important factor at this institution. The 
potential benefits of participation are sometimes hindered by the students´ failure to and in 
some cases, refusal to participate in classroom activities.  According to the IDRC and CIDA 
(1998) participation refers to the act of taking part in an activity. In this study, participation is 





Teacher Six stated that the boys in her language class actively participated, but they do not 
usually attain good grades.  It is important to note that her statement referred specifically to 
male students in her language class and not to males in general, at the institution.  On the 
other hand, Teacher Ten reported that based on her experience boys were often uninterested 
in learning languages and a minimal number of them participated in her classes. Her 
statement is supported by aspects of the reviewed literature which presents the stereotypical 
view that boys were traditionally uninterested in learning languages. She shared that in a 
class that contains thirty (30) students “you will have 10 students who have the interest - with 
the boys you will find one or two that are interested in school - right now they are the ones 
who pay attention in class and participate.”  A similar experience was related by Teacher 
Four who stated that in her coeducational classes, “one or two males may participate but 95% 
of those who participate will be females.”   
 
 
Student participation was also experienced during the observation process.  The observation 
of boys in language classes in grade seven and grade nine presented several contrasts.  The 
boys in the grade seven class were incredibly quiet. A few of the students participated in the 
lesson while the others listened quietly or copied notes from the board.  This could have 
occurred because the boys were unfamiliar with the topic, or they were possibly hesitant to 
try to speak in a foreign language.  The older boys who were observed in the coeducational 
language class were quiet during the first observation while the girls dominated the 
discussions. The second observation of the same group revealed a more focused group of 
boys who participated more often than the girls in the class.  This indicates that students were 
not homogenous.  They are individualistic and do not always subscribe to existing 
stereotypes. 
 
The contrast in the interest and level of participation that were seen between the male and 
female students may have been influenced by various factors.  Students’ preference for 
specific subject areas as well as the methods used to deliver the lessons could have influenced 
the students' interest.  During the observation, it was apparent that role-play and notetaking 





Additionally, the willingness of the students to participate in the learning process was not 
influenced by the sex composition of the class, in some instances.  Teacher Six who 
participated in the interview taught males only, females and coeducational groups and found 
no difference in students´ interest or participation.  In this subject area, the students required 
no prompting to participate in the class activities.  She attributed this to sex segregation. 
“They all participated. I think they felt completely far more comfortable seeing they were all 
the same sex. They did not have any problem of feeling offended in front of the opposite sex 
again. So, I didn't have a problem with participation at all.”  This statement does not explain 
the similarities in students´ participation in the coeducational group.  She further stated that in 
the coeducational group “there's a little more rivalry…They try to perform to get better 
grades. There's some amount of rivalry there but in terms of participation, they are the same 
level (as the single-sex groups). I don't see any difference.” 
  
 
The data also showed that one cannot definitively suggest that the sex composition of a 
classroom impacts students´ class participation or academic performance.  For instance, 
Teachers Two and Five shared contrasting experiences with single-sex and coeducational 
groups. Teacher Two believed that girls can have a positive impact on male performance.  
  
“There is no participation (by boys), but the girls will give more feedback. But I think 
if the classes were mixed for every subject area, probably if there was a debate or 
something, the girls would give their views and probably that would prompt the males 
to give their feedback on what they are doing. When the males are in a class by 
themselves you don´t get any feedback at all. They just sit and listen, take notes, and 
write. You will have at least two students. You will have at least two students- these 
students will be in the top five of the class during exams, they will ask questions just 
to get some information, but the rest of the boys don’t participate.” 
 On the other hand, Teacher five reported that when boys are separated from the girls, 
they tend to be more confident to participate in the lessons.  She supported this claim 
by stating that “gender sic classes do have their perks because the boys tend to be 
more confident when they're together.  So, if they make mistakes their friends alone 
can laugh at them. When you find them in a mixed group they're not as open and 
participative in classes so that's one of the good things about the single-gender sic 




Additionally, boys were influenced by several cultural factors in Jamaica which could 
potentially impact their academic participation and performance.  Chapter two of the study 
highlighted the influence of gender socialisation in the family and school as well as the 
macho culture which influences them via the community and media.  Chevannes (2010) 
stated that masculinity is now characterised by violence or aggression and a rejection of 
anything considered feminine or homosexual.  The masculine image is so important that there 
is a willingness to sacrifice academic gains to protect it. On the other hand, they have been 
found to become participative in lessons that interest them. This has been reported by 
Teacher Two who said that if you want “to get the boys to do something, it has to be 
something that they can relate to and nothing that will make them seem like a feminine 
person or anything like that.  Once it relates to femininity, they are not going to do it. You 
can´t get them to do anything like that. Once it is related to feminine, they are not going to do 
it.  Give them a dub poem or dancehall rhythm or make a poem using the same rhythm then 
they will do something like that.  Once they can relate, they will participate.”  Therefore, one 
of her strategies included incorporating current affairs topics that they could respond to in her 
lessons.                                                                                                                                                 
 
 
Furthermore, many of the teachers reported that female students participated in greater 
numbers.   According to Teacher Five, girls are more talkative in both single-sex and 
coeducational groups; however, sometimes this is reduced because “they have a fear for 
boys” meaning they are shy in the presence of boys (Teacher Two). This response does not 
seem to have a long-term impact on these female students.  Teacher Nine stated that if they 
are quiet for some time, this usually passes once the students are given time to settle down. 
 
 
 Development of Leadership Skills 
 
In addition to improvement in participation, the data has also revealed that sex segregation 
provides opportunities for students to develop their leadership skills.  Participants in the study 
indicated what was normative at this institution was for girls to occupy most of the leadership 
positions.   
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Teacher Eight pointed out that, “when they are mixed you go to a class and the class 
monitor is a girl the assistant is a girl, and the Student Council Representative is a girl 
and all that sort of thing. When they went into their gender sic groups then every class 
needed a monitor and an assistant and a Student Council Rep so one of the boys have 
to come forward." 
The data further illustrated that girl usually take charge in various situations such as during 
devotions at the school, a quiet time spent each morning singing, reading the Bible and 
praying.  With the implementation of what is referred to at the school as ´gender devotion´, 
boys were seen taking responsibility.  Teacher Eight stated that “they are always upfront with 
the leadership position. Now that we have the boys´ class, we have a group of boys who will 
come up and take charge of it and do it.” Similarly, Teacher Nine confirmed this view, by 
stating that the separation “puts them in a spot (forces them) in terms of responsibility, in 
terms of class monitor, you have more of the boys getting involved” indicating that boys were 
forced to assume responsibility when girls are not around to do so. 
 
Targeted Teaching Strategies  
 
The data further presented sex-focused teaching strategies as a positive aspect of sex 
segregation.  There are some conflicts in the views on the efficacy of this strategy.  Many of 
the teachers believed sex-focused lessons were a possible solution to the disruptive behaviour 
that many students sometimes displayed in the classroom while others argued for lessons that 
target the specific abilities of individual learners.  
 
Many of the teachers also reported that they believed boys and girls have different learning 
styles and should be taught based on these differences.  However, based on the conflicting 
perspectives in the data, it is not clear that these differences are based on sex.  Some teachers 
did not believe there were fundamental differences in the learning styles based on the sex of 
their students.  This raises questions regarding whether learning styles are based on sex or on 
unique to individual students.  Teacher Two believed that sex segregation provided the 




For the teachers who believed that boys and girls have different learning styles they also 
seemed to believe that these differences could be addressed in the sex-segregated classroom.  
One teacher reported that “this is a good program. We can plan for both males and females 
for their lessons and both can understand the content that is being taught by the teacher. They 
get the best of both worlds.” The teachers generally believed that boys were more energetic 
and required more hands-on activities.  This is a stereotypical view of boys which is also 
reflected in the reviewed literature. This view was shared by Teacher Four who stated that it 
is important to “plan lessons for male and female students” because, 
“The boys want more hands-on experience, more things they can touch more things to 
draw when you're having a class or- you have to have things with diagrams so you will 
be able to hold them (their attention) for the two hours. So, in those mixed classes 
because you're doing a mixed class it's hard to focus on the boys, you have to focus on 
the boys and the girls so in those mixed classes you find that they are more disruptive 
because some of the things are too tedious. It's not within their capacity to understand 
while the females are able to understand while in the mixed classes.” 
 
Similarly, Teacher Three reported that “you have to keep them (boys) active because they 
don't like writing notes and they don't like to listen much, so you have to have the activities 
going; you have to keep them occupied all the time.” This perceived difference in the 
learning styles of boys and girls has resulted in teachers finding the all-boys classes to be 
more challenging.  Moreover, teachers have stated that the boys´ classes require more time to 
complete lessons and demand more activities to keep them active. This is reflected in Teacher 
Three´s report. 
 “Yes, I have to have special lessons for the single genders sic, especially the 
boys, it's hard to keep them in tune.  By the minute you lose them; you have to create 
more activities for them. A lesson that I can teach in one class for my mixed group, it's 
going to take two classes for my boys´ class. I can probably run through it quickly with 
the girls only, but It's always a challenge with just the boys. If I can run two activities 




Another colleague, Teacher Eight shared “…Boys are hyperactive, and the boys learn 
differently from girls. So, you have to really prepare for the boys. You cannot teach the boys 
in the same way you teach a girls´ class. The boys need to do things, they need to have 
activities. Even if it´s writing, they must do something, you can't just let them sit down in 
their class and talk and discuss, they don't like that. They want to do something…” 
 
This experience was also supported by Teacher Five who stated that she could teach more 
content in an all-girls class because they required fewer activities.  When one activity was 
adequate for a one-hour session in an all-girls class, boys required four to six activities.  This 
required that the teacher engages in extensive preparation because once the boys have 
completed a task, they begin to talk to each other in class.   
 
The foregoing indicates that many of the teachers believed that boys and girls have different 
learning styles and sex segregation provides an environment in which this can be addressed.  
Conversely, some teachers, such as Teacher Two, believed that targeted lesson planning 
should also be utilised in coeducational classrooms.  Her strategy seems to take into 
consideration gendered learning needs as well as differential needs among the learners in her 
classroom.  She reported that she plans her lessons according to the capabilities of her 
students. This perspective acknowledges that lessons may be planned to target individual 
learners.  At the same time, her experience indicates the need for variations based on 
perceived gender preferences.  She found that girls tend to adapt, but she tried to be more 
creative and utilised several activities to prevent disruptive behaviour among the boys.   
 
Teacher Nine agreed that the teaching strategy that is employed during a lesson could 
potentially impact student conduct in the classroom.  Therefore, teachers need to engage 
students to achieve intended learning outcomes.  He claimed that the teachers who did not 
exert the effort to plan sex-focussed lessons that meet the needs of boys were often those who 
“have them (boys) thrown up at them and they don't want them.” The teacher´s attitude 
towards all-boys classes was usually evident based on the disruptive conduct of the students 
in the classes.  On the other hand, the female teachers, who specifically requested to be 
assigned as form or homeroom teachers of all males, did not report any challenges within 
139 
 
these classes.  This was considered to be good for the boys; being with a teacher who wanted 
to work with them “who is on the ball and follow through and check on them”.  This is 
further improved if the homeroom teacher is supported by subject teachers who together 
provide the structure that the boys require. In short, Teacher Nine believed that by focussing 
on what target male students´ interests, teachers can reduce the behavioural issues of the male 
students. 
 
Additionally, Teacher Six stated that there were no fundamental differences in the strategies 
used in this class. She stated that she incorporated technology such as videos and video 
games into her lessons as ´chalk and talk´ was outdated.   This teacher did not recognise 
differences based on sex but believed in delivering lessons that interested all the learners.  
The students who participated in the focus group largely agreed that they did not notice any 
differences in the teaching strategies used in coeducational and single-sex classes.  One male 
student in the second focus group stated that “teachers don´t specialise in techniques, they 
just give you what is on the syllabus. They don´t do what´s in the traditional high schools.” 
The data presented a conflict between what many of the teachers reported that they generally 
did and what students claimed to experience in the classroom. This perspective was also 
shared by one teacher, Teacher Nine, who reported that in his observation of teachers, he 
didn´t notice a difference in the lessons planned for boys versus girls.  He believed that boys 
and girls required different teaching strategies and he recommended that teachers make this 
effort.  Teacher Ten stated that the effort is sometimes challenged by the class size as well as 
the refusal of some males to participate in any activity that required partnership with another 
male.  She shared a specific example of a language class activity in which students were 
asked to pretend that they were out for lunch with friends.  This created several challenges in 
the boys´ class. She reported that: 
 
“The boys don't want to act with the other boys- they don't want to go out and eat with 
a bag a man in the class … I try to give them points to write because they love to beat 
on the desk and make songs. It has its pros but with the females. I can give them 
(girls) creative things just like that and they´ll do it, but with the boys, I wouldn't give 
them any project and stuff because I know what their strength is. They won't give you 
a nice fancy project, but you can encourage them to, but you won't get much out of 
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them, but if it's something different, that they like then it is easy to see them 
progress… versus if it was a mixed class.”  
 
Teacher Ten described a learning environment reflected in the studies conducted by Figueroa 
(2000) and Chevannes (1999) and referenced in chapter two of the study.  It depicted girls 
who have been socialised to sit still, perform chores, and follow instructions while boys are 
socialised to express themselves more freely.   
 
The observation of nine lessons indicated the use of a variety of strategies, some of which did 
not appear to have the desired impact on the students.  This conclusion was drawn because 
instead of participating in the discussions, many students engaged in conversations or passed 
notes.  In these lessons, the teachers utilised discussion, dictation, role-play, and note-taking.  
These strategies seemed to work for the students who were sitting at the front of the 
classroom but failed to hold the attention of those who whispered and giggled at the back of 
the room. Those who were attentive, as well as those who were distracted, included both male 
and female students, which calls for consideration of whether strategies should target 
individual student´s needs rather than gender needs. 
 
Disruptive Behaviour in The Classroom 
 
Several negative factors were also seen to be associated with sex segregation.  Both teachers 
and students have cited disruptive behaviour in the classroom as a challenge to academic 
performance.  Disruptive behaviour refers to activities that disrupt the learning process and 
cause the teacher to continually comment on a student´s behaviour (Arbuckel and Little 
2004).  Overall boys were described as more disruptive, especially in the all-boys classroom 
while girls were seen as less disruptive.  The perception of boys as the main perpetrators of 
disruptive conduct in the classroom was represented in students´ statements such as “boys are 
very annoying and sometimes disrupt the class” and “some of the boys are too disruptive”.  
These represent the views of girls who expressed a preference for single-sex classes.  
Similarly, Teacher Six stated that "boys can sometimes be a bit rowdy and difficult to 
manage" while Teacher Three stated that “the boys’ class their behaviour is awful, and their 
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schoolwork is awful.”  Teacher Two also shared this view, This is represented in the 
description of boys classes as “rowdy” and further reported that “they  make a lot of noise, 
they become boisterous and talk loud” while “the girls are in the back, the side, the middle 
and the corner basically in cliques talking.”  
 
The observation of the lessons confirmed the statements made by the teachers and students to 
a limited extent. The difference could have resulted from adjustments made by the students 
due to the presence of a stranger in the classroom.  The students in those classes were not 
boisterous but there were instances in which boys spoke while the lesson was being 
delivered, passed notes, and threw balled paper across the room at other students.  Also, the 
only fight that was observed, occurred in a single-sex male class, with classmates 
encouraging them to continue, leading to the students becoming boisterous.  It must also be 
acknowledged, that although the girls were quieter during the observation, there were several 
instances in which they also carried on a conversation during the lesson.   The girls' classes 
were cleaner, meaning there was no garbage strewn on the floor, and while some of the 
students were distracted, this occurred less frequently than in the all-boys or coeducational 
classes.   
 
The strategies used to address disruptive behaviour varied from one teacher to the next.  One 
teacher stated that she used a counting method if her class became disruptive.  She counted to 
ten or stopped speaking to allow students to calm down.  Many of the other teachers utilised 
activities that included the students in the classroom activities; they utilised encouraging tasks 
rather than being punitive.  For instance, Teacher Three stated that if a student was disruptive, 
she would ask the student to “come and write on the board for me, keep them occupied and if 
I'm doing a role play, I call on the ones that give a lot of trouble. It depends on what they did 
I may call them outside of class and talk to them about the issue.  If it is a major issue, I will 
send them to the Dean of Discipline.” Similarly, Teacher One stated that she usually tries to 
refocus the attention of both boys and girls who are disruptive in a class by engaging the 
students in activities such as skits, drawing, painting, research or watching movies.  These 




The strategies that were used also varied based on the sex of the teacher.  Female teachers 
appeared to utilise milder strategies than their male counterparts and the measures considered 
to be appropriate for boys and girls have also been shown to differ in some cases.  One 
teacher reported that girls were not very disruptive in class, they only displayed “an attitude” 
which refers to uncooperative behaviour.  This is usually addressed by speaking to them, 
giving a warning, or asking them to stay in a corner.  On the other hand, boys were given 
harsher punishment which the teacher said they abhor.   They were given additional work to 
deter them from this behaviour.   
 
She stated that “when they're giving trouble there's one thing that nobody is willing to 
do and that is to stay back after school and do extra lessons. Once they are ´out of line´ 
they have to stay back for two hours and do some work, do some assignment or 
something like that. They don't like that because their friends are going ahead of them 
so they're going to ensure that when they come to class, they're going to sit and 
participate in class discussion or whatever because nobody wants to be left behind after 
school. They don't want that - they don't like to do extra work, so once they have that, 
they know that they have extra work and they have to stay back and do extra work after 
school so they're going to come to class, participate, do the class assignment, do the 
classwork and then they're good to go. They're going to stay in line because they don't 
want that sort of punishment, so they're going to stay in line.” 
 
 The difference in the methods of punishment for boys and girls may also be understood in 
the context of the socialisation practises in Jamaica as was illustrated in chapter two of the 
study. Girls are usually treated gently while boys are perceived as being capable of handling 
harsher conditions.  The differences were evident in Teacher Ten´s statement that while she 
usually asks the girls to stand in a corner or write a report, she addresses the boy’s disruptive 
behaviour by taking them to the Vice Principal´s office.  However, she stated that harsher 
punishment was also meted out in some instances.  For instance, she shared that after 
returning from suspension, students “were on bathroom duties, so they had to come in at 7.30 
and they cleaned the bathroom before school started … They gave them additional bins … 
they wanted to publicly humiliate them with punishment so they will remember the 




The differences in methods of addressing disruption were also perpetuated by male teachers 
who tend to ask boys to perform more difficult tasks if they were disruptive in the classroom.  
According to Teacher Nine, “the girls get away at school because they are not given harsh 
manual labour as the boys.  The girls mop out the cafeteria, but the boys have rake and wheel 
borrows all over. I have a storeroom and I have them clean it up.”  The same teacher also 
reported that he finds it easier to work with boys whom he can “thump…and squeeze their 
neck (but) you can´t take a piece of board to hit a girl”.   Taken together, these findings 
indicate that the teachers operated based on societal perception of boys as tough individuals 
who were accustomed to aggression while girls were believed to be more delicate.   
 
The data further reveals that there were other methods of discipline utilised at the institution.    
The main person who was responsible for discipline at the institution was the Dean of 
Discipline.  According to Teacher Six, he utilised other strategies which varied based on the 
severity of the offence.  He gave detentions, demerits, and suspensions in some cases.   
 
Students’ perspectives on disruptive behaviour in the classroom were similar to those shared 
by the teachers in many ways.  The students provided a combination of positive and negative 
descriptions of their conduct in classes, but many of them reported that students were 
generally talkative and disruptive in classes.  The students used words or phrases such as 
“disruptive”, “noisy”, “wild”, “talkative”, “behave like animals” to describe the conduct of 
boys in the single-sex classes.  However, they had a more favourable opinion of general 
student conduct in the coeducational classes.  Furthermore, they shared a variety of strategies 
used to address disruptive behaviour in classes.  Some of the recurring strategies that were 
mentioned include: being given demerits, being told to shut up or being sent to stand in an 
area outside of the principal´s office.  Additionally, students reported that some teachers tend 
to speak loudly, using Jamaican patois when they were addressing disruptive behaviour in 




The perspectives on disruptive behaviour and methods of discipline brought into focus the 
role of the teacher in education.  It must be acknowledged that the school acts as a site for 
more than academic dissemination, other lessons are learnt in the process.  Within the 
classroom, the teacher acts as an authority figure. To some extent. The data in this section 
present actions that reflect a cultural power relationship that is often evident in the schools.  
Teachers in their capacity as authority figures sometimes demand respect and enforce rules 
which students are expected to follow. Caution must be shown in ensuring that there is a 
balance between being very permissive and focussing too much on following rules and 
administering punitive measures. 
 
Male teachers try to create this balance by praising as well as punishing and by providing 
mentorship and acting as role models for their male students.  One teacher reported that he 
was operating a mentorship program that targets at-risk youths.  While others such as Teacher 
Two believed that “male teachers (should) do things to show that they are role models in the 
school so the boys can look up to them apart from being teachers and coming to teach.” This 
was important because “the boys have frequent encounters with the police.”  The idea that 
male teachers should be role models for male students is also shared by Teacher Four who 
stated that, 
 “I just let them understand that I'm not trying to replace their fathers but, in the 
classroom, I'm responsible for them; therefore, I am their father. Whatever I say it goes 
and whatever tone I use is for them to learn and for them to understand.  It is not a 
disrespectful tone in any way shape or form, but just to get across the message to 
understand the concept of the lesson. But I have to set that barrier for them to 
understand. For the females, I have to do the same thing. The females rather to be talked 
to in certain tones because they are emotional and all that; my voice is always a big 
pitch issue whenever I talk in this tone, don't feel disrespected, but this is my tone so 
understand my tone and understand that we have a level and I respect you on your level 





The teacher´s statement is a depiction of a cultural power relationship between the teacher 
and students. In addition to this, representing teacher-student relationships and, in many 
ways, adult-child relationships in Jamaica, it was used to justify instilling in males, the need 
to respect their female counterparts. Teacher Four stated that sex separation perpetuates a 
macho culture in which boys use expressions like “old dog” in their interaction with each 
other.  As an authority figure, he saw an opportunity to encourage respect of the opposite sex 
and to “tell them you need to tone down, it's a female that you are talking to, so you need to 
talk to them in a calmer, kinder manner.” 
 
The findings also indicate that students accepted the encouragement, lessons from personal 
stories as well as the cultural expressions of men trying to positively influence boys in their 
classes.  Whether the strategies used were effective requires further exploration.   Their 
acceptance is, however, evident in the perspectives shared by students that although they 
believed that the male teachers are harsher with the boys, they feel that “he is just grooming 
us” meaning, preparing them to be men who are both respectful and respectable.  According 
to one student, only “a male can show another male how to behave in the manner of a male 
instead of having a female.”   
 
Although there were attempts to influence the experiences of boys in this institution, several 
external factors presented in the data could potentially challenge the positive performance of 




 Based on the data, another potential challenge to the successful implementation of the sex 
segregation program was class size.  Class size refers to the number of students per teacher in 
class (Ajayi et al. 2017) and has been found to affect areas such as classroom management, 
instruction, and students´ academic achievement (Finn et al. 2003 and Smith et al. 2003, cited 




Educators in general, are interested in understanding if there is a relationship between class 
size and academic performance.  This is because they want to make the best decisions for 
their learners. Acquiring empirical data that provides this detail is especially important in 
countries that are economically disadvantaged (Obiakor and Oguejioffor 2020).  The teachers 
in the study have cited class size as one of the biggest issues that they have had to deal with.  
Teacher Ten stated that “the size of the class that's the problem, not space or gender sic.” 
Considering that the sex gap in their academic performance inspired the sex segregation 
program, the statement illuminated another significant issue that teachers and students have 
had to deal with. Another teacher reported that large class size is disadvantageous for both 
teachers and students.  She stated that. 
“When you have a whole lot of them in one class, like at my school, you have like 48 
boys in a class; that can be disastrous…When you have 48 of them in the class that is a 
disadvantage for the teacher and the students themselves. When too many boys are 
there, it is just packed up. When too many boys are together, it's just not good.” 
 
Class size has been recognized as a problem in Jamaica for a long time. There have been 
discussions among stakeholders in Jamaica, that there needs to be a reduction in class size.  
These discussions have had support from a cross-section of political personnel mainly 
because of its popularity among teachers and parents.  In 2017, the Minister of Education, the 
Hon. Ruel Reid stated that he was working on a budget to reduce the teacher-student ratio to 
1:25 (Angus 2017).  However, this has not been realised yet.  The question of whether a 
reduction in the class size will result in improved academic achievement and other student 
outcomes remains confounding.  Many studies have been conducted on class size, many 
which have focussed on its effect on scholastic performance.  On the one hand, one 
perspective has suggested that class size does not affect student achievement.  This was 
supported by the head of the National Education Inspectorate (NEI), the group that is 
responsible for assessing the standards attained by students in schools in Jamaica, who stated 
that the idea that small classes result in better students is a myth.  She compared the 
underperformance of students in small classes in a private primary school and the high 
achievement of female students at a single-sex school in Kingston where the student-teacher 




Nevertheless, several other researchers such as Bouguen et al. (2017) have found that a 
reduction in class size can reduce gaps in scholastic performance if it is implemented in a 
“targeted and intensive manner” (p. 2).  Similarly, Schanzenbach (2014) whose study was 
conducted in the United States, argued that it is unequivocal that class size impacts student 
outcomes.  Her study found that large class size does not only impact student outcomes in the 
short term but has an impact on the human capital formation which refers to the process 
through which the people of a country are equipped with the necessary skills needed to 
contribute to the economic growth of their country.  Ruffina et al (2018) operated in a 
different research context and came to the same conclusion.  They found that large class size 
results in a disruptive learning environment for the students and some cases, students were 
too shy to participate in discussions.   
 
The teachers in my study have reported that these issues were especially evident in the boys' 
groups.  Teacher Nine reported that girls’ classes were deliberately organised with fewer 
students than the male classes.  She stated that for many years if “they had 90 plus girls they 
put them in three classes and if they had 90 plus boys and they placed them in two classes.”  
Likewise, Teacher Ten said that in two of her classes “there are about 45 male students 
versus a female class who might have 30 plus students.”  The larger class size has resulted in 
lower interest among the male students in these classes.  For Teacher Ten “you will find one 
or two boys that are interested in school.”  
 
Studies conducted in various research contexts globally confirm the need for reduced class 
size. The rationale for this is that teachers are forced to focus on students´ disruptive 
behaviour rather than on strategies to improve academic achievement (Blatchford et al. 2003 
and Cakmak 2009) and students in small classes tend to focus mainly on academic activities 
rather than on peers and other non-academic projects (Obiakor and Oguejioffor 2020).     One 
teacher in my study confirmed that,  
“If you have smaller classes, you would have better control. Teachers would have 
better control and the boys would be more attentive than even the girls.”  The problem 
of disruptive behaviour in large classes was presented as a concern in both all-boys 
and all-girls classes.  Teacher Eight stated that “there is a girls´ class that I have for 
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two periods, and they chat a whole lot. You have to stand up for them not to chat. If 
these classes were smaller, you would not have so much chatting. Then you could 
control and see everybody. I think our problem is the class size, whether boys, girls or 
mixed, class size is a problem. That is the only thing I would change. I would really 
change the class size.”  
 
Schanenbach (2014) further suggested small class size results in positive outcomes as it 
facilitates higher levels of student engagement, increased time spent on tasks and teachers are 
better able to tailor their method of instruction to the students in the class. 
  
Homophobia 
The prevalence of homophobia is presented in the data as a potential impediment to the 
functioning of sex segregation at this institution. Chapter two of the study illustrates the 
prevalence of, as well as the perception held of homosexuality in Jamaican culture. The 
general perception of sexuality is evident in the areas of law, religion, entertainment, and 
other social institutions.  Thus, it is not surprising that it has been integrated into the 
education system. These stereotypes were significantly represented in the views of students 
and in the views of the teachers to a lesser extent. 
 
The comments made by the students indicate a belief that being educated close to someone of 
the same sex will result in a change from being heterosexual to homosexual. To reveal this 
fear, which is negatively construed, they utilize expressions such as “It (single-sex classes) 
promotes homosexuality” “The boys might turn gay, and the girls might turn lesbian as well.” 
“Boys alone must not be in class by themselves, or they turn gay.” The recurring reference to 
one “turning” sexuality reflects deep stereotypical beliefs that sexuality is impacted by one´s 
environment rather than his or her nature or biology. 
 
The students´ perspectives on sexuality are said to be influenced by their parents.  According 
to Teacher Four, “some parents have said that these classes will breed homosexuals, or these 
classes will cause my boy to socialise with only males. So, because of these problems that 
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parents have, the school is forced to answer questions when parents are coming with them.”  
The statement provides further context for students expressing opposition to single-sex 
instruction by making statements such as “every direction I look, I am looking at another 
male.” The use of ´breed´ has debased persons based on their sexuality and further indicates 
that adults also perceive homosexuality as a contagious condition. 
 
The study further reveals that some of the teachers shared similar perspectives on sexuality, 
which could explain their opposition to the sex segregation program. One teacher stated that 
“I don´t think it´s so good to keep the boys all to themselves because some of them would 
want to develop (ahhm) homosexual tendencies and likewise I see that coming out with the 
girls too. That´s why I think that it´s a disadvantage in having them all to themselves.”  While 
another stated that there were concerns among staff members that: 
“The boys sit down and chat the whole day in class and breaktime is the same set of boys are 
together in a bundle and a chat. Some of them (teachers) have issues with this. Right now, 
they are saying to go back to mixed classes. That is their biggest problem – to mix them 
again. And in this case, it's not that we have had cases where we could say we see evidence 
where this is leading to homosexuality.” These statements also seem to suggest that 
socialisation in the school also influence students´ perspectives on sexuality. In that, men 
who are themselves fuelled by stereotypes, become role models for the boys in this school. 
 
 
The data also indicated that students, especially boys, had allowed homophobia to influence 
their participation in academic activities.  Teacher Three indicated that although the students 
were in an all-boys class, there was still a concern about sitting close to each other.  One 
student stated that “I don't want any man to sit beside me, I don't want anybody to call my 
name, I don't want any man to pass my book to me.”  Boys were unwilling to participate in 
group activities because they “have to deal with that (being in an all-boys group) every day.” 
They also refused to participate in role-plays that were included to make classes more 
interesting.  According to Teacher Two, boys refused to participate in class activities that 
involved them wearing costumes “that will make them seem like a feminine person or 
anything like that. Once it relates to feminine, they are not going to do it.”  For them to 
participate, the teacher had to “give them a dub poem or dancehall rhythm or make a poem 
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using the same rhythm, then they will do something like that. Once they can relate, they will 
participate. The girls now, just go with the flow. They´ll write anything, they´ll come dressed 
up anyway. But that´s ok with me. But apart from that, the boys are the problem sometimes.”   
 
 
The homophobic attitude was also interwoven into their daily conflicts, with students 
referring to each other using a local homophobic term “fish”.  Additionally, they have 
removed and, in some cases, adjusted words in the vocabulary.  Teacher Ten reported that 
“They don´t use the number two (associated with homosexuality in dancehall culture), say 
they eat sea creatures, they don´t eat fish. This is the case in society. They have also changed 
the names of some places. (Montego Bay-gyaltego Bay. Manchester-Gyalchester, Lime 
Bottom is now Lime Top)” – Gyal is a colloquial term for a girl in Jamaica. 
 
 
Single-Sex Versus Coeducation: The Perspectives of the Teachers and 
Students 
 
The research findings so far have illustrated the factors that teachers and students have 
highlighted as having an impact on the functioning of the sex segregation program.  
However, it is also important to have an overview of their perspectives on the differences 
between the two types of classes.   
 
 
The students presented their subjective opinions about being educated in single-sex and 
coeducational institutions.  Although they shared their perspectives during the focus group 
discussions, they sometimes agreed with the views expressed by their peers.  This highlighted 
the extent to which they held similar views and the points on which their views diverged.  
The conversation indicated a conflict in determining which type of class they enjoyed and 
which class they felt addressed their learning needs. The questionnaire as a method of data 
collection facilitated individual responses although it cannot be stated that undoubtedly 
students did not discuss their views during the process.  These views were largely mixed, 




The conflicting views were noticed among some male students who stated that single-sex 
classes are helpful because “you get to be around your sex, and you can express yourself”.  
They also reported that they are supportive of each other in single-sex classes.  Despite this, 
the data also revealed that more males than females objected to being educated in single-sex 
classes.  The female students generally had a positive attitude towards single-sex classes but 
those who expressed dislike for single-sex classes had two criticisms.  They argued that 
single-sex classes placed boys at risk of becoming homosexuals as was previously discussed.  
  
For some male students, permitting them to remain in the coeducational classes will 
“motivate us” and lead to “more competition.” While the single-sex classes are “very 
uncomfortable miss” and “that´s why some men are stressed”.   Considering this, most of 
these students have shown an interest in remaining in coeducational classes, they “learn 
better.”  Furthermore, they believed that it encourages healthy interaction with members of 
the opposite sex, facilitates “bonds of friendship” and helps them to “balance the level of 
competition between both genders sic.” 
 
The teachers also had divergent views on the types of classes, influenced by their unique 
experiences in both.  One teacher stated that single-sex instruction is beneficial to her female 
students who were described as more focused and willing to participate in class projects. 
Similarly, Teacher Five found the single-sex class to be helpful for her male students because 
it facilitated lesson planning that targeted their learning interests.  The teacher believed that 
these targeted lessons led to a quieter classroom environment and more confident boys. 
Teacher Four shared similar views: 
“The boys want more hands-on experience, more things they can touch, more things 
to draw when you're having a class or- you have to have things with diagrams so you 
will be able to hold them for the two hours. So, in those mixed classes… it's hard to 
focus on the boys, you have to focus on the boys and the girls so in those mixed 





Some of the teachers also had strong opinions on coeducation, viewing it as beneficial to 
male students´ education. Students were said to display better behaviour in the mixed 
classroom.  According to Teacher Three “In the mixed classes… they behave much better 
especially the grade nine.  They behave much better when they are around the girls. They 
create a better image. They try to behave and try to look nice. But when they are around all-
boys, they are very disruptive, because everybody wants to show they are the bad man, or 
they are the boss. Everybody wants to show up their colours.”  For Teacher Six, students in 
the coeducational classes were very cooperative and tend to perform better academically.  
The teacher admits this opinion is subjective and will vary from teacher to teacher but shared 
that “In the mixed group I would say the grades are a little bit better as opposed to an all-boys 
or all-girls class.” Teacher Five shared this position and suggested that the statistics proved 
the superior performance in the mixed groups “for the mixed class you would have an 
average of 60, girls´ class 53 and boys can be far below 40.”   
 
Conversely, Teacher Two saw single-sex classes as disadvantageous for males because “if 
you have a mixed class, the girls will always run away with the class and the boys will 
always be left behind.” This teacher acknowledged the academic advantage girls have in a 
coeducational environment.  Boys also recognised their disadvantage and complained that 
“the teachers give the girls more chance than we because sometimes we don´t get to talk in 
the class because they probably think say a nonsense we going to talk.”  Furthermore, it is 
believed that teachers also have greater class control. 
 
Boys versus Girls: A Summary of the Beliefs of the Teachers 
 
The data has also revealed the varying opinions held by teachers regarding boys and girls.  
Many of these views reflect the generally held cultural beliefs referenced in chapter two of 
the study.  With regards to academic performance, girls were said to be more focused on 
schoolwork and academically stronger than boys as they tend to attain higher scores in-class 
activities. Many teachers described girls as cooperative and competitive.  This was reflected 
in the rivalry to attain high grades and their willingness to participate in any activity that 
gained them a good grade. According to Teacher Two “girls sit in the front of the class to 
learn more” in both class types but “The only purpose I saw boys sitting in the front of the 
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class is unless they have an eye problem, and they can´t see the board.”  Additionally, they 
were said to outperform boys in most subject areas, but boys dominated the vocational areas.  
On the other hand, boys were described as less focused and likely to underperform if a 
negative label was assigned to them.  According to one teacher, they are confident when they 
are together in an all-male class but lack confidence in coeducational classes because they 
regard girls as academically superior. Further, teachers reported that boys were uninterested 
in learning languages; however, the most effective strategy to improve their academic 
outcome would be to plan lessons that provided them with many hands-on and engaging 
activities. Conversely, girls were described as adaptable to any strategy utilised by a teacher. 
                                                                                        
Additionally, teachers perceived girls as talkative but stated that they were not as disruptive 
as boys.  This disruptive behaviour has resulted in harsher punishment being meted out to 
boys. Besides, girls were described as responsible, willing to take charge without being told.  
Being exposed to sex segregation resulted in boys displaying greater leadership skills.    
 
Finally, both boys and girls are homophobic, but this is displayed mostly by boys.  One 
teacher cited the dancehall culture as an influential factor in perpetuating homophobia. She 
further shared that influential entertainers often transmit messages that are contrary to those 
valued in the education system.  Remarkably, those entertainers were most admired by her 
male students.                                                                                  
 
Teachers´ Assessment of the Program and The Way Forward 
 
The teachers who participated in the study fall into two groups.  There is one group of 
individuals who see sex segregation as a possible answer to the issue of male 
underperformance and a second group that thinks it is creating more issues in the school. 
Their opinions of the program appear to be based mainly on a continuous observation made 
within their classrooms rather than on evidence gathered through a structured monitoring 
process. Their views on how the program has been handled since implementation, vary, with 
some teachers stating that it has been monitored and the information used to inform how they 
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operated at the time of data collection, while others stated that there needs to be an ongoing 
assessment to ascertain the efficacy of the program. 
 
The teachers who indicated that the program has never been assessed since it was 
implemented also stated the importance of establishing a process by which the advantages 
and disadvantages of sex segregation can be assessed.  According to Teacher One, the sex 
segregation program should be evaluated to determine its effectiveness.  She further stated 
that “I want to see them evaluate it and from that, we can decide if we should continue with it 
or not.”  Teacher Two also expressed a similar opinion.  She claimed that “once they are 
monitored, they can know if it's a success or a failure. Once it's monitored you can get 
feedback from different groups to see if your school will work effectively with that method or 
you go back to coeducation or single-gender sic but I think the monitoring is the problem.”  It 
was further revealed that this was previously suggested but there was no favourable response.  
Teacher Seven also reported that “they said that about two or three years ago, but it has not 
yet been done… no real assessment has been done over the seven years.   
 
Additionally, Teacher Nine stated that on one occasion they were asked to complete a 
questionnaire in which they should provide information regarding their experience teaching 
in both types of classes.  The questionnaire was completed by some members of staff, but no 
feedback was given, and no action was taken.  Because of this “there are persons on the staff 
who have been complaining that things started as an experiment, and it is not working so why 
not change it and go back.” 
 
On the other hand, two teachers stated that the program was already being monitored and the 
data used to inform decisions regarding the program.  First, Teacher Six was not involved in 
any specific aspect of the process but she stated that: 
  
 “Surely there's monitoring going on because, in the new sets of intake that came in 
September, they actually mixed three form classes and then tested another three as 
single-sex. So, I guess they're doing some monitoring because something had to have 
155 
 
happened or some report must have been done for them to implement mixing them 
again.”  
 
Teacher Five also supported this view.  She reported that,  
“They are being monitored that's why they want to change back to the mixed classes 
or try to change back to the mixed classes; because they're seeing where for example, 
at our school even though we have one gender sic classes, the students mix for 
English and Maths and R&T (Resource and Technology) and for those subject areas 
the teachers have said that they have better classes in regards to discipline than when 
the students are mixed.  So, because of that, they have decided to change some of the 
classes in stages, change from one gender to the mixed group.”  
 
Both teachers and students have expressed an interest in returning to a full coeducation 
program.  According to Teacher Seven, 
 
“The aim was to get them by themselves (organise single-sex classes) and that 
would encourage them to learn and then see how it worked and if it's successful 
then the aim was to continue with it… In terms of looking at the grade averages 
now, during that time, there's no proof whereby we see these boys´ classes 
getting better than the girls. Let it go off that data - then there is no proof.”   
 
Based on the aforesaid, there is no obvious benefit to separating the students at Seaview High 
School. The statement also raises a question regarding whether the aim was to see if male 
students could gain better grades than their female counterparts or improve their performance 
the ensure that all learners were performing well.  Teacher Five appears to suggest the latter 
in the statement “the main aim of this was for us to learn if boys can do better in one gender 
sic classroom and based on what I have seen so far it has not worked. Not even by a little per 
cent so I would not recommend it.”   
 
 
With regards to a possible transfer of the sex segregation program to other institutions, many 
teachers suggested that it could be adopted by other coeducational institutions but with 
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changes. Others opposed any such occurrence as they did not perceive the program as a 
success.  Teacher Four recommended that other schools adopt the program, but there needs to 
be a special focus on lesson planning that target boys, as well as there needs to be careful 
consideration of the subject areas that should be offered in coeducational groups and those 
that are best taught in single-sex classes.  Teacher Eight also recommended that other schools 
adopt the program but stated that it would be suitable for a smaller school where they could 
have a greater impact on the boys.  Additionally, Teacher Six said that he would, without 
hesitation, recommend the program to other coeducational schools only if it were assessed 
and “proven with concrete evidence, that they can say yes the single-gender sic system is 
better than having a coeducational class”.   
 
Furthermore, two teachers have suggested that the program could be adopted by other 
institutions in search of a strategy for male underperformance.  According to Teacher Two, 
“it is a success” and any institution that would adopt the program should try for “two or three 
years to see if the boys are learning more or are wasting time or something like that. But once 
they are monitored, they can know if it's a success or a failure. Once it's monitored you can 
get the feedback from different groups to see if your school will work effectively with that 
method or you should go back to coeducation.”  The teacher sees merit in an organised 
system of monitoring and evaluation to assess the efficacy of the program.  Finally, Teacher 
Nine stated that  
 “The staff would have to be prepared for it and have clear objectives laid out as to 
what they want to accomplish out of it. And in our case, it's like something the 
Principal came up with and it was pushed on us. In the school, whether or not they are 
going to look at what we are doing, where the strengths and weakness are but, spend 
some time as a staff and decide if you want this thing.” 
It is notable that although many of the teachers reported challenges with sex segregation and 
indicated support for a possible return to a fully co-educational school system, they showed 
confidence in its potential to address the academic needs of males.  What seems to be 
required is a process that includes the staff and is assessed continually, to provide evidence of 







Chapter five presented the findings and analysis of the data gathered on sex segregation at 
Seaview High School in Jamaica. The perspectives shared by the teachers and students were 
detailed and varied.  The participants found many advantages to educating boys and girls 
apart but many of them expressed a desire to return to coeducational classes.  The data also 
indicated that sex segregation provided positive outcomes for some students, but one cannot 
conclusively state that it has addressed the issue of male underachievement. What is clear, is 
that it has indicated that one size does not fit all; thus, there is room for further studies on 












CHAPTER SIX – Conclusion 
 




This chapter begins with a brief revisitation of the purpose and significance of this research.  
This will be followed by a summary of the key findings and the implications coming from the 
same.  The chapter will close with some considerations for further research. 
 
A Review of the Purpose and Significance of the Study 
 
This study was conceptualised from my professional experience as a teacher.  As a teacher, I  
was influenced by my observation of the sex gap in academic performance as well as my 
observation of the differences in the conduct and motivation of male and female students.  
Upon embarking on the research journey my goal was to understand the impact single-sex 
classes in a coeducational school had on male-underachievement.  
 
In my exploration of single-sex instruction in a coeducational school one of the key 
objectives of my study was to gain a clear understanding of how the program functioned as 
well as the perspectives of the teachers and students, who experience both types of classes 
daily. I considered this first-hand experience to be ideal as it facilitates the authentic 
revelation of all aspects of the program in the voices of the informants. Coming from this, a 
possible model could be provided that can address male underachievement in the Jamaican 
context. 
 
As was outlined in chapter one of the study, the significance of my research lies in its 
contribution to the existing literature about sex segregation.  There is no paucity in the data 
on single-sex schooling, yet the reviewed literature indicates that the findings are equivocal.  
Consequently, this study aims to contribute to the debate with a specific focus on the 
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contribution of single-sex instruction within the coeducational school in the Jamaican 
context.  As this is a largely unexplored aspect of studies on single-sex education in Jamaica, 
the study can provide valuable data that has implications for students, teachers, and 
policymakers. 
 
Summary of the Findings 
  
The study was guided by three research questions as was outlined in chapter one of the study. 
To answer these questions, I utilised a variety of research methods as part of a case study 
approach. The findings are summarised below. 
 
The findings of the study indicate that sex- segregation has not proven to effectively address 
the issue of male underachievement on a wide scale.  The academic effects of the program 
are conflicting.  Male students perform well in some classes, but female students outperform 
them in most. Despite this, it was reported that the coeducational classes outperform both 
single-sex groups. Considering this, many teachers and students have suggested that there 
should be a return to a full coeducational program. 
 
The study highlighted that there are some positive outcomes associated with sex segregation.  
For instance, it allows some boys to have the opportunity to be placed first, second or third 
place in their class.  These positions are usually occupied by female students.  It also allows 
boys to display their leadership skills rather than rely on the girls to take charge. Furthermore, 
sex segregation facilitates increased competition among students although this competition is 
not always for academic outcomes. 
 
The study also highlighted that participation plays an important part in the learning process.  
Despite this, male students often fail to participate unless they are in a single-sex group where 
they appear to display greater confidence.  In these lessons, there appears to also be a need 
for sex-targeted teaching strategies, as boys are more interested in hands-on activities. This 
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perspective is not held by all the teachers, some of whom believe lessons should instead be 
planned to target individual learners. 
 
Some findings highlighted the negative factors that act as a challenge to sex segregation.  For 
instance, disruptive behaviour is a significant issue as it was reported by all the teachers.  
Boys are more disruptive than girls and they tend to receive harsher punishment from their 
teachers.  Additionally, teachers believed that large class size harms the teaching-learning 
process and single-sex male classes tend to have more students than the female classes.   
 
Finally, homophobia is a pervasive issue at the institution.  It is displayed in the boys´ refusal 
to participate in any activity regarded as effeminate and they also disassociate themselves 
from any activity that requires that they sit close to another male student.  This impacts the 
teacher´s ability to utilise group activities.  
 
Implications for Practice 
 
Firstly, the results of this study have implications for designing academic programs that are 
geared towards male academic improvement.  The finding that lessons that are not designed 
to target the learning needs of boys tend to result in loss of interest and disruption suggested 
that education programs need to be tailored with specific students in mind. Although it is 
shown that many learners have unique learning styles, it cannot be ignored that a large 
number of boys seem to require hands-on activities to remain focused.  Given that, education 
programs need to target these needs in content as well as intensity. 
 
Secondly, the sex segregation program was established to address male underachievement.  
The study has revealed that despite this, female classes and coeducational classes achieve 
higher grades.  This indicates that there may be a need for the school´s administration to 
make adjustments that are suitable for the specific school context and with the necessary 
monitoring processes in place.  Further, the challenges that continue after the intervention 
also have implications for policymakers and teachers.  There may be a need to look beyond 
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sex for an explanation for male underachievement. Teacher quality may need to be 
considered which examines whether teachers are trained to identify and meet learner needs.  
There is also a role for policymakers at the Ministry of Education where the decision on the 
quality of student intake is made.  The decision to assign students to a high school based on 
previous academic performance will likely perpetuate similar academic performance 
throughout.  Educators can also be informed by these findings and be inspired to find new 
approaches to deal with male underachievement. 
 
Thirdly, the study highlighted several factors that have acted as impediments to improved 
male academic outcomes. This finding has implications for both students, teachers and school 
administrators.  It calls on school administrators to find creative strategies to address 
disruptive behaviour beyond the use of punitive measures that so far do not seem to prevent 
the same.  The students need to recognize the negative academic impact of disruption.  Also, 
the large class size is believed to impede academic progress at the school.  The challenges of 
reducing class size lie with the Ministry of Education which is often constrained by limited 
resources.  Nevertheless, correcting this issue is their responsibility. 
 
Finally, the finding that the homophobic culture has infiltrated the school culture in ways that 
are reflected in the language used by students as well as words they refuse to use.  Students 
refuse to participate in group work, and some boys complain about too many males being in 
their surroundings. This creates a challenge to positive academic outcomes especially as it 
promotes cooperative learning. This finding has implications for stakeholders at all levels of 
the education system.  It raises questions about equality and fairness in the school 
environment when homophobia could ensure that there is no space for students who may 
identify as LGBTQ.  Bahna (2012) in her reference to South Africa makes a statement that 
also applies to Jamaica: both legislative and educational strategies should be implemented to 





Considerations for Further Inquiry 
 
Given what has been discussed in the previous sections, a few recommendations will be 
submitted in this section for consideration.  Firstly, findings from the study indicate that male 
underachievement remains a persistent issue at Seaview High School.  Considering that 
single-sex classes in coeducational schools have been successful in places such as Australia, 
the program could be implemented in another school, with the requisite monitoring and 
assessment processes put in place.  Lessons could be learned from the project implementation 
at this institution and a study conducted to determine the effect of segregation in another 
school. Furthermore, inquiry with institutions that have successfully utilised the model, could 
provide useful knowledge regarding how it was implemented and evaluated in that context. 
 
Secondly, in conducting this study, only teachers and students were included.  A similar 
study could be extended to include other stakeholders to ascertain other perspectives on sex 
segregation.  For instance, parents and administrators could offer useful insights that could 
result in increased academic benefits for students. 
 
Thirdly, sex segregation in coeducational schools is not common in Jamaica and has therefore 
not been studied extensively.  Therefore, the topic demands further research on this and other 
aspects of the strategy.  A possible area of research could focus on the context of the school 
as well as the context of the community that they serve to determine how these factors impact 
the efficacy of the strategy to improve student achievement. 
 
Fourthly, many boys are performing well in Jamaica and many single-sex schools are 
enjoying academic success.  This could form the starting point for research into which boys 
are doing well and why they are doing well.  A study of this type would certainly provide 
data that applies to the Jamaican context and could thus provide a model that can be tailored 




Finally, broader areas of studies that target the cause of male underachievement would 
contribute useful data and address the source of the issue.  If this knowledge were discovered, 
it would offer educators an opportunity to determine the most appropriate strategies that can 
be adopted or in other cases, innovative strategies that could be implemented that target 
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APPENDIX A – Sample Questionnaire 
 
QUESTIONNAIRE 
1. What is your sex?   
Male     Female  
 
2. Which grade are you in? 
 
 
3. What do you like about your school? 
  
 
4. Do you know why the sex segregation programme was implemented at your school?  
  
 


























10. Do you prefer the single sex or mixed classes?   
 


















15. How do students usually behave in your mixed classes? 
  
 
16. What methods of reprimands and praise are used by your teachers? 
  
 
17. Which language do teachers usually use while dealing with boys as opposed to girls? 
  
 
18. Do you feel comfortable asking for help in classes? 
  
 




20. Do you think the combination of single-sex and mixed classes allows students to 
improve their academic performance? 
  
 
21. Do you think other coeducational institutions should adopt this sex segregation style 





APPENDIX B – Focus Group Interview Guide 
 
FOCUS GROUP QUESTIONS 
1. What do you know about the sex segregation programme? 
• Why was the programme implemented? 
• What were the reasons given to the students? 
2. What do you think of the arrangement (boys and girls being educated apart)? 
• Who does the programme benefit and how are these benefits evident? 
• Does the separation impact student behaviour? 
• Does it impact student academic performance? 
3. What do you see as the advantages and disadvantages of the programme? 
• What is the classroom atmosphere like? 
• Does the separation help or hinder student academic performance? 
• Does it help or hinder healthy social interaction among students and 
between students and teacher? 
• Are students more motivated in one type of class or is there no difference? 
• Is there healthy competition (to improve grades) within a particular class (i.e. 
single-sex as opposed to mixed classes)? 
•  Are students more inclined to ask for help in one group? 
• Are different teaching strategies used in single-sex and mixed classes? 
• Should the programme continue? 
4. Is there a difference between student-teacher interaction in single-sex classes and 
mixed classes? 
• Do students behave differently and if so, why do you think this happens? 
• How do teachers motivate boys/girls in each class? 
• Is there a difference in how boys and girls are reprimanded? 
• Is there a difference in the tone and language used while dealing with boys 
and girls? 





APPENDIX C – Interview Guide 
 
INTERVIEW QUESTIONS - Teachers 
 
1. Can you tell me about the sex segregation programme? 
• Why it was implemented. 
• Areas targeted by the programme. 
• How classes are structured. 
• What difference (if any) it has made. 
• What you think are the advantages and disadvantages. 
• Who benefits most and how are these benefits manifested? 
• Impact on student behaviour. 
• Impact on confidence and participation. 
• Impact on student academic performance. 
• Students’ interaction among themselves and with the teacher. 
• Overall benefits to the school. 
2. What kinds of support were you given after the programme was implemented? 
• Is there ongoing monitoring and evaluation? 
3. What kinds of teaching strategies do you employ in your classes? 
• Do they differ based on sex? 
• Are they meant for a targeted group? 
4. Which classes do you find most difficult and how do you address these issues? 
• Most disruptive students. 
• Strategies for dealing with disruptive students. 
• Are the same strategies used for all classes? 
5. How do you feel about the programme overall? 
• Success/failure 
• Would you like to see anything changed? 












APPENDIX D – Consent Form 
 
CONSENT FORM 
Study Title:  Sex Segregation in one Jamaican High School: The perspectives of the teachers 
and students. 
Researcher:  Jenese Wray 
 
Before consenting to participate in the study, I suggest that you read the following 
information on the study which explains the purpose and procedures of the study.  This study 
has been approved by the Research Ethics Board at the University of Sheffield. 
 
Research Procedures 
The study is designed to examine the sex segregation programme which exists at Seaview 
High School.  This programme exists on a very small scale in Jamaica and not enough 
research has been done in this area.  Consequently, very little is known about the programme.  
Participation in this research process will involve completion of questionnaires by students, 
focus group discussions (involving two groups of students), observation of lessons and face-
to-face interviews which will last for about one hour.   
The interviews and observation will be recorded utilizing audio- tape recorders and videotape 
recorders.  These will be later transcribed for data analysis. 
 
Risks 
There are no risks that are anticipated if you decide to participate in this research process. 
 
Benefits 
Participation in the study will allow you to share your experience and perceptions of the sex 
segregation programme.  By doing this, it will become clear whether or not the program can 
be emulated by other institutions which desire an improvement in the academic achievement 
of their students. 
 
Confidentiality 
The information which will be gathered will be stored in a safe area and will be accessible 
only to the researcher.  The identifying names of the participants will not be used but will be 
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coded and identifiable only by the researcher.  The names will not be used in the finished 
study.  Instead, pseudonyms will be utilised.  The audio and video recordings which will be 
collected in data collection will be destroyed at the end of the research process. 
 
Expectations of the Participants 
1. Be very candid during the pre-research sessions.  Ensure a complete understanding of 
what the research involves and the purpose of the research, before agreeing to 
participate. 
2. Be honest in sharing your experiences or opinions. 
3. Provide as many details as possible. 
4. Share any feeling of discomfort which may arise (if any) during our discussion of 
various topics. 
 
Withdrawal from Participation 
Participation in this process is voluntary.  You may refuse to participate or withdraw from the 
process at any time during the process.  You may also refuse to answer any question during 
the research process. 
 
Questions  
You are welcome to ask any questions during or after you participate in this research process.  







I ________________________________ (print name), have read the above information and 
freely agree to participate in the study.  I understand that my information will be confidential, 
and I am free to refuse to respond to specific questions or to withdraw from the process at any 
time. 
 
__________________________________   _________________ 





APPENDIX E - Sample of CSEC results for Seaview High School 
(2018 & 2019). 
 






   
 
 
   
SUBJECT 
FEMALE   MALE 
Entered Sat Passed 
% 
Passed   Entered Sat Passed 
% 
Passed 
BIOLOGY 37 36 21 58,3   9 9 5 55,6 
CARIBBEAN 
HISTORY 
32 28 12 42,9 
  
12 
6 0 0,0 
CHEMISTRY 44 44 20 45,5   14 14 7 50,0 






91 85 82 96,5 
  
61 
52 48 92,3 
ENGLISH A 189 188 143 76,1   163 160 80 50,0 




29 28 27 96,4 
  
3 




62 61 56 91,8 
  
20 
18 16 88,9 
GEOGRAPHY 19 18 3 16,7   45 38 10 26,3 
HUMAN AND 
SOCIAL BIOLOGY 
76 74 35 47,3 
  
50 




7 3 1 33,3 
  
18 




3 2 2 100,0 
  
25 




1 1 1 100,0 
  
13 
13 12 92,3 
INFORMATION 
TECHNOLOGY 
37 34 25 73,5 
  
39 
37 27 73,0 
INTEGRATED 
SCIENCE 
191 185 31 16,8 
  
152 
146 14 9,6 
MATHEMATICS 190 187 48 25,7   163 162 35 21,6 
OFFICE 
ADMINISTRATION 
34 33 30 90,9 
  
18 




15 13 13 100,0 
  
39 
26 21 80,8 
PHYSICS 26 25 15 60,0   19 18 6 33,3 
PRINCIPLES OF 
ACCOUNTS 
23 23 15 65,2 
  
13 
13 6 46,2 
PRINCIPLES OF 
BUSINESS 
52 51 47 92,2 
  
34 
32 27 84,4 
RELIGIOUS 
EDUCATION 
55 52 39 75,0 
  
26 
25 14 56,0 
SOCIAL STUDIES 202 201 101 50,2   184 182 62 34,1 
SPANISH 21 20 8 40,0   3 3 1 33,3 
TECHNICAL 
DRAWING 
15 13 9 69,2 
  
79 




9 9 8 88,9 
  
3 
3 3 100,0 
THEATRE ARTS 10 10 10 100,0   6 6 6 100,0 
VISUAL ARTS 3 3 0 0,0   13 9 6 66,7 
TOTAL 1537 1486 836 56,3   1254 1167 513 44,0 
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2019          
 
         
SUBJECT 
FEMALE   MALE 
Entered Sat Passed 
% 
Passed   Entered Sat Passed 
% 
Passed 
BIOLOGY 22 22 14 63,6   7 6 3 50,0 
CARIBBEAN HISTORY 36 33 11 33,3   14 12 2 16,7 
CHEMISTRY 28 28 19 67,9   14 13 6 46,2 
ECONOMICS 20 19 9 47,4   16 14 4 28,6 
ELECTRONIC DOCUMENT 
PREPARATION AND MANAGEMENT 
36 36 22 61,1 
  
29 
27 11 40,7 
ENGLISH A 156 153 138 90,2   97 91 73 80,2 
ENGLISH B 31 31 20 64,5   1 1 1 100,0 
FAMILY AND RESOURCE  
MANAGEMENT 
20 20 19 95,0 
  
11 
8 8 100,0 
FOOD NUTRITION AND HEALTH 50 49 48 98,0   15 15 15 100,0 
GEOGRAPHY 32 31 20 64,5   29 23 17 73,9 
HUMAN AND SOCIAL BIOLOGY 83 80 49 61,3   24 23 11 47,8 
INDUSTRIAL TECHNOLOGY 
(BUILDING) 
5 5 5 100,0 
  
11 
10 10 100,0 
INDUSTRIAL TECHNOLOGY 
(MECHANICAL) 
1 1 1 100,0 
  
23 
22 14 63,6 
INFORMATION TECHNOLOGY 29 25 21 84,0   4 3 3 100,0 
INTEGRATED SCIENCE 160 157 98 62,4   33 31 25 80,6 
MATHEMATICS 114 112 35 31,3   100 95 54 56,8 
OFFICE ADMINISTRATION 26 26 22 84,6   80 76 36 47,4 
PHYSICAL EDUCATION AND 
SPORT 
5 3 3 100,0 
  
5 
4 4 100,0 
PHYSICS 12 12 7 58,3   24 19 18 94,7 
PRINCIPLES OF ACCOUNTS 39 39 26 66,7   15 14 6 42,9 
PRINCIPLES OF BUSINESS 51 50 49 98,0   20 19 12 63,2 
RELIGIOUS EDUCATION 32 31 24 77,4   33 31 29 93,5 
SOCIAL STUDIES 167 166 111 66,9   6 5 3 60,0 
SPANISH 12 12 10 83,3   121 119 73 61,3 
TECHNICAL DRAWING 10 9 8 88,9   4 4 3 75,0 
TEXTILES CLOTHING AND 
FASHION 
12 11 11 100,0 
  
50 
45 41 91,1 
THEATRE ARTS 12 12 12 100,0   2 2 2 100,0 
VISUAL ARTS 5 3 3 100,0   2 1 1 100,0 





APPENDIX F – A Summary of the Beliefs held by Teachers 
regarding Sex Segregation. 
 
A Summary of the beliefs held by teachers regarding sex segregation at Seaview High 
school. 
Teacher one Business Female Girls are the top performers in general. 
Girls dominate the numeral subject while the boys 
dominate the reading subject. 
Sex separation may lead boys to develop homosexual 
tendencies. 
Boys are more disruptive. Disruption is best addressed 
by allowing students to focus their energy on 
meaningful activities. 
Evaluate to determine the effectiveness of the sex 
separation strategy. 
 





Female Sex separation is more beneficial to female students. 
Girls regard boys as being lazy and do not enjoy working 
with them. 
Boys participate in lessons when they find the topics to 
be interesting. 
Separation provides teachers with the opportunity to 
plan sex-specific lessons. 
Mixed classes are always disadvantageous for boys. 
They think teachers are partial to girls and likely believe 
boys´ opinions are less valuable. 
Students are sometimes unable to relate to the material 
in the literature. 
Male teachers should act as role models for their male 
students. 
Careful monitoring of the sex separation strategy is 






Female Students ´attitudes, not class composition determine 
students´ performance. 
 
Some students regard sex separation as punishment. 
 
Boys’ classes respond well to me, even those regarded 
as being among the worst (behaviour) in the school. 
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Encouragement and motivation produce improved male 
behaviour and academic performance. 
 
Boys are more competitive and more disruptive in all-
boys classes. 
 
To address this, they must be kept active with a 
constant flow of activities. 
 




Sciences Male Girls participate more in classes and outperform boys in 
both types of classes. 
Boys need hands-on tasks and activities with visual 
appeal, to hold their interest and prevent disruption. 
Separation facilitates sex-specific lesson planning. 
Parents should be sensitized about the purpose of the 
sex separation initiative. This will cause them to be 
more aware and involved. 
Some parents and teachers believe that sex separation 
leads to larger numbers of homosexuals. 
Male teachers should be role models for the boys. 
 
Teacher five Social 
Sciences 
Female Students in mixed classes perform the best. 
Sex separation encourages competition and allows boys 
the opportunity to be placed first in class. 
Students perform better in mixed classes. 
Boys require more activities to keep them engaged 
during lessons. 
The program is being monitored. That is why there is a 
decision to mix two grade seven classes. 
 
 
Teacher 6  Language 
Arts 
Female Boys participate in language classes but tend to attain 
lower grades than girls. 
 
Boys do not compete to attain high grades in all-boys 
classes.  Instead, they try to sit at the back of the 
classroom. 
 
Students in the coeducational classes are cooperative 




Parents need to be more involved to help in managing 
students´ behaviour. 
 
Homophobia, which is prevalent in the boys´ classes is 
influenced by the Jamaican culture. 
 
The program can be adopted by other schools if it has 
been assessed and proven to be effective. 
 
Teacher 7 Social 
Sciences 
Male Disagrees with sex separation. 
 
The program was implemented to improve male 
underachievement. There is no evidence that boys are 
improving because of this separation. 
 
Boys always dominate my classes. 
 
It is easier to maintain class control in the all-boys 
groups. 
 
There needs to be careful monitoring of the program to 
determine its effectiveness. 
 
Teacher 8 Sciences Female Single-sex classes tend to outperform coeducational 
groups. 
 
Separation is more beneficial to boys.  Boys and girls 
distract each other in the mixed groups but are more 
focused when they are separated. 
 
Boys display leadership skills in all-boys groups. 
Sex Separation allows teachers to plan sex-specific 
lessons. 
 
Boys require more activities to keep them focused. 
 
Parents need to be more involved as this would 
mitigate the disruptive behaviour which is often 
connected to issues experienced at home. 
 
The large class sizes impact student participation and 
performance.  Smaller classes would facilitate better 
class control. 
 
Finds the male students tend to interact well with both 
male and female teachers.  
 
The students are experiencing difficulties that are 
affecting both their conduct and achievement. The 




Sex separation would be more effective in a smaller 
school where it could have a greater impact on the male 
students. 
 
Teacher 9 Sciences Male Boys dominate the vocational subjects.  They tend to 
outperform girls in the numerical subjects, but girls 
perform better at tasks that involve theory. 
 
Sex separation causes the boys to display leadership 
roles. 
 
Lack of resources and large classes prevent the 
Jamaican teacher from performing optimally. 
 
All-girls classes are deliberately smaller than all-boys 
classes. 
 
When a parent is involved and s/he invests resources in 
the child, there is usually a positive outcome. 
 
Widely held belief among the staff that homosexuality 
exists in the single-sex classes. 
 
Utilises harsh punishment, such as manual labour, to 
address disruptive behaviour by male students. 
 
Thinks male role-models can have a positive impact on 
male students. 
 
For this initiative to be successful, there needs to be 
clear objects that are communicated to the staff. 
 
Teacher 10 Languages Female The boys are well-behaved and participate in the 
lessons because they chose to study the language. 
 
The greatest issue is the class size.  Boys' classes are 
generally larger, but more girls choose to study 
languages. 
 
Girls are more participative and willing to engage in the 
class activities. 
 
The students are homophobic which is evident in the 
language used in classes. 
 













Code Code alias Cod. seg. (alldocuments)  
●  RE Reasons for separation Reason 8  
●  EFF The effect of the teacher´s sex Teacher´s Sex 6  
●  DRAW Drawbacks to the program Disadv 22  
●  BENP Benefits of the program Advantage 20  
●  STI Student-teacher interaction Interaction 16  
●  FP Prospects (+) Future 24  
●  HPH Homophobia Homo 26  
●  GSP Perception of the sex segregation 
program 
Gen Percep 16  
●  STR Strategies for correcting undesirable 
conduct 
Disruption 29  
●  SEF The social effects of the separation Soc Effect 42  
●  ACEF The academic impact of the program Acad Eff 48  

















APPENDIX H – Sample Data Analysis Process (Code System) 
 
Code System 
Code System Frequency 
Code System 579 
Reasons for separation 8 
students´ perception of school and the separation 4 
The effect of the teacher´s sex 6 
Male teachers as role models 7 
InVivo (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) 20 
to protect the cause of pregnancy because boys are assaulting 1 
to see if some girls or boys can Focus more without the op 1 
Drawbacks to the program 22 
Group work challenges 2 
Parental involvement (+) 3 
class size 7 
Benefits of the program 20 
Impact on students 6 
Student - teacher interaction 16 
Prospects (+) 24 
Program evaluation 11 
Homophobia 26 
YELLOW 3 
Perception of the sex segregation program 16 
single-sex vs mixed classes 41 
Teacher´s experience of the separation (+) 10 
General idea of single sex 4 
students’ attitude towards separation   9 
Teacher´s Attitude towards the program 19 
Differences in teaching strategies 9 
General Knowledge of the program 20 
Strategies for correcting undesirable conduct 29 
praise vs reprimand 8 
 student conduct - in class 8 
strategy to address male issues 7 
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Strategies for dealing with disruption (+) 17 
Social effects of the separation 42 
sexual assault 3 
Physical appearance 1 
Male-Female difference 36 
Academic impact of the program 48 
Students´ Participation 11 
Teaching strategy 6 
Performance impacted by external factors (+) 6 
Program organisations 21 
Organisation of school processes 5 






APPENDIX I – Themes and Findings in the Study 
 
Themes and Findings in the Study 
Themes Sample Response 
 
Fostering Competition in the classroom 
 
“Among the male classes, they have a spirit of 
competition where everybody tries to reach the 
top spot or get the highest average” 
Reduces Distraction and Improves Focus  
 
 
“When the classes mix the students tend to 
communicate more causing the males to average 
lower than the girls although the girls average 




“You will have 10 students who have the 
interest - with the boys you will find one or two 
that are interested in school - right now they are 
the ones who pay attention in class and 
participate.”   
Increased Focus “I feel 100% great that we boys can get to focus 
more on schoolwork with no distraction from 
the other gender.” 
 
Disruptive Behaviour in the classroom “We learn better (in SS classes) because some 
of the boys are too disruptive. 
 
Class Size "What I would change you see, is to make the 
classes smaller. If you have smaller classes, you 
would have better control.” 
Homophobia “I don't think it's right I think that influence 
people to go the other way” (homosexuality). 
Conflicting Academic Effect “I think that if the boys put their heads to their 
lessons, they can achieve their goals  
schoolwork is awful but with the girls’ classes 
know the all-girls behaviour is much better and 
their performance is better as opposed to the 
boys.”  
Cultural influence “With the boys, I feel a lot of what is happening 
currently in society they will bring it right into 
school so with the music the trend in dancehall 
music everybody is Tommy- Lee and Vybz 
Kartel.” 
Leadership Skills “One thing I have seen is because some of them 
are put on a spot in terms of responsibility in 
terms of class monitor, you might have more of 
the boys getting involved." 
Targeted Teaching strategies “As I mention some things you give the girls to 
do you won't give the boys so the same method 
you use for the girls isn´t the same for the boys." 
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APPENDIX  J – CSEC Performance by Sex in Jamaica (2017-
2019) 
 
CSEC Performance by Sex 2017-2019 
            
            
Female 2017   2018   2019 
  Total Total Percent   Total Total Percent   Total Total Percent 
SUBJECT Sitting I-III I-III   Sitting I-III I-III   Sitting I-III I-III 
Additional 
Mathematics 642 426 66.4   515 361 70.1   512 384 75.0 
Agri. Science 
(Da) 195 193 99.0   140 135 96.4   110 107 97.3 
Agri. Science 
(Sa) As 1930 1789 92.7   1989 1689 84.9   1898 1746 92.0 
Agri. Science 
(Sa) C&S                       
Biology 4443 3075 69.2   4480 3306 73.8   4270 3275 76.7 
Building Tech.: 
Constr.                       
Building Tech.: 
Woods                       
Caribbean 
History 2857 2204 77.1   2735 1982 72.5   2626 1748 66.6 
Chemistry 3633 1902 52.4   3635 2070 56.9   3491 2306 66.1 
Economics 719 601 83.6   812 616 75.9   935 691 73.9 
Elec. Doc. Prep. 
And Mgmt 3622 3211 88.7   3849 3702 96.2   3337 2972 89.1 
English A 15185 11488 75.7   14179 11459 80.8   13837 12135 87.7 






Management 2936 2629 89.5   2845 2434 85.6   2417 2073 85.8 
Food Nutrition 
and Health 
formerly Food And 
Nutrition 4341 4062 93.6   4368 3966 90.8   3929 3591 91.4 
French 692 544 78.6   699 561 80.3   603 415 68.8 
Geography 1846 1230 66.6   1932 1412 73.1   1961 1495 76.2 
Human And 
Social Biology 5806 3436 59.2   5670 3603 63.5   5408 2839 52.5 
Industrial 
Technology 






formerly Elect. & 






Technology 55 49 89.1   61 53 86.9   63 55 87.3 
Information 
Technology 6878 5846 85.0   6815 6212 91.2   6862 6340 92.4 
Integrated 
Science 3189 1637 51.3   2832 932 32.9   2718 1487 54.7 
Mathematics 13698 7068 51.6   13025 7627 58.6   12466 6878 55.2 
Music 75 49 65.3   90 60 66.7   92 67 72.8 
Office 
Procedures 2692 2337 86.8   2862 2474 86.4   2454 2174 88.6 
Phys. Ed. & 
Sports 1761 1709 97.0   1826 1784 97.7   1857 1816 97.8 
Physics 2785 1731 62.2   2729 1935 70.9   2554 1913 74.9 
Principles Of 
Accounts 4043 3193 79.0   3887 2968 76.4   3890 3072 79.0 
Principles Of 
Business 5897 5368 91.0   5868 5273 89.9   5581 5093 91.3 
Religious 
Education 1486 1299 87.4   1540 1324 86.0   1379 1096 79.5 
Social Studies 8830 5320 60.2   8532 5630 66.0   7608 5150 67.7 
Spanish 3255 2203 67.7   3000 2132 71.1   2834 1997 70.5 
Technical 




And Textiles 1314 1020 77.6   1328 1041 78.4   1295 1130 87.3 
Theatre Arts 596 537 90.1   691 599 86.7   732 637 87.0 
Typewriting                       
Visual Arts 914 670 73.3   974 631 64.8   879 682 77.6 
                       
                    
Male     2018   2019 
  Total Total Percent   Total Total Percent   Total Total Percent 
SUBJECT Sitting I-III I-III   Sitting I-III I-III   Sitting I-III I-III 
Additional 
Mathematics 577 370 64.1   465 326 70.1   483 351 72.7 
Agri. Science 
(Da) 178 168 94.4   139 131 94.2   81 80 98.8 
Agri. Science 




(Sa) C&S                       
Biology 1852 1312 70.8   1765 1326 75.1   1706 1317 77.2 
Building Tech.: 
Constr                       
Building Tech.: 
Woods                       
Caribbean 
History 1516 1092 72.0   1356 934 68.9   1228 753 61.3 
Chemistry 1885 1085 57.6   1888 1149 60.9   1798 1230 68.4 
Economics 416 354 85.1   518 369 71.2   582 414 71.1 
Elec. Doc. Prep. 
And Mgmt 1804 1626 90.1   1842 1729 93.9   1927 1552 80.5 
English A 11136 7135 64.1   9899 6692 67.6   9657 7317 75.8 






Management 472 387 82.0   465 374 80.4   384 302 78.6 
Food Nutrition 
and Health 
formerly Food And 
Nutrition 870 733 84.3   870 751 86.3   808 697 86.3 
French 235 177 75.3   198 155 78.3   194 130 67.0 
Geography 2124 1284 60.5   1987 1372 69.0   2006 1399 69.7 
Human And 
Social Biology 3195 1545 48.4   3285 1921 58.5   2942 1304 44.3 
Industrial 
Technology 




formerly Elect. & 






Technology 1111 756 68.0   1153 846 73.4   1172 928 79.2 
Information 
Technology 4875 3859 79.2   4875 4184 85.8   5019 4483 89.3 
Integrated 
Science 2721 1411 51.9   2468 650 26.3   2282 1139 49.9 
Mathematics 9869 4770 48.3   9189 5218 56.8   8854 4767 53.8 
Music 92 57 62.0   88 57 64.8   100 80 80.0 
Office 
Procedures 1272 1039 81.7   1258 1030 81.9   1198 1013 84.6 
Phys. Ed. & 
Sports 2690 2571 95.6   2780 2650 95.3   2964 2862 96.6 
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Physics 2630 1444 54.9   2441 1603 65.7   2434 1693 69.6 
Principles Of 
Accounts 1999 1537 76.9   1985 1363 68.7   2089 1563 74.8 
Principles Of 
Business 3392 3120 92.0   3534 3151 89.2   3273 2934 89.6 
Religious 
Education 695 489 70.4   709 540 76.2   667 493 73.9 
Social Studies 6118 3047 49.8   6132 3324 54.2   5401 3098 57.4 
Spanish 1063 673 63.3   1064 702 66.0   981 646 65.9 
Technical 




And Textiles 144 79 54.9   141 91 64.5   112 77 68.8 
Theatre Arts 221 183 82.8   225 175 77.8   220 166 75.5 
Typewriting                       
Visual Arts 994 626 63.0   893 529 59.2   777 533 68.6 
               
               
            
Total     2018   2019 
  Total Total Percent   Total Total Percent   Total  Total Percent 
SUBJECT Sitting I-III I-III   Sitting I-III I-III   Sitting I-III I-III 
Additional 
Mathematics 
1219 796 65.3 
  980 687 70.1   995 735 73.9 
Agri. Science 
(Da) 
373 361 96.8 
  279 266 95.3   191 187 97.9 
Agri. Science 
(Sa) As 
3145 2870 91.3 
  3135 2631 83.9   3094 2813 90.9 
Agri. Science 
(Sa) C&S 
      
                
Biology 6295 4387 69.7   6245 4632 74.2   5976 4592 76.8 
Building Tech.: 
Constr 
      
                
Building Tech.: 
Woods 
      
                
Caribbean 
History 
4373 3296 75.4 
  4091 2916 71.3   3854 2501 64.9 
Chemistry 5518 2987 54.1   5523 3219 58.3   5289 3536 66.9 
Economics 1135 955 84.1   1330 985 74.1   1517 1105 72.8 
Elec. Doc. Prep. 
And Mgmt 
5426 4837 89.1 
  5691 5431 95.4   5264 4524 85.9 
English A 26321 18623 70.8   24078 18151 75.4   23494 19452 82.8 






3408 3016 88.5 





formerly Food And 
Nutrition 
5211 4795 92.0 
  5238 4717 90.1   4737 4288 90.5 
French 927 721 77.8   897 716 79.8   797 545 68.4 
Geography 3970 2514 63.3   3919 2784 71.0   3967 2894 73.0 
Human And 
Social Biology 
9001 4981 55.3 




1937 1433 74.0 






1990 1309 65.8 





1166 805 69.0 
  1214 899 74.1   1235 983 79.6 
Information 
Technology 
11753 9705 82.6 
  11690 10396 88.9   11881 10823 91.1 
Integrated 
Science 
5910 3048 51.6 
  5300 1582 29.8   5000 2626 52.5 
Mathematics 23567 11838 50.2   22214 12845 57.8   21320 11645 54.6 
Music 167 106 63.5   178 117 65.7   192 147 76.6 
Office 
Procedures 
3964 3376 85.2 
  4120 3504 85.0   3652 3187 87.3 
Phys. Ed. & 
Sports 
4451 4280 96.2 
  4606 4434 96.3   4821 4678 97.0 
Physics 5415 3175 58.6   5170 3538 68.4   4988 3606 72.3 
Principles Of 
Accounts 
6042 4730 78.3 
  5872 4331 73.8   5979 4635 77.5 
Principles Of 
Business 
9289 8488 91.4 
  9402 8424 89.6   8854 8027 90.7 
Religious 
Education 
2181 1788 82.0 
  2249 1864 82.9   2046 1589 77.7 
Social Studies 14948 8367 56.0   14664 8954 61.1   13009 8248 63.4 
Spanish 4318 2876 66.6   4064 2834 69.7   3815 2643 69.3 
Technical 
Drawing 
3664 2573 70.2 





1458 1099 75.4 
  1469 1132 77.1   1407 1207 85.8 
Theatre Arts 817 720 88.1   916 774 84.5   952 803 84.3 
Typewriting                       
Visual Arts 1908 1296 67.9   1867 1160 62.1   1656 1215 73.4 
            
 
 
